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ABSTRACT
Originated from Mentor, a wise counselor to Ulysses and then teacher and
protector to Ulysses' son Telemachus in Homer's Odyssey, the word mentoring now
means teacher, advisor, sponsor and role model (Jacobi, 1991). The mentoring literature
now characterizes this type of mentoring as informal or traditional mentoring that has
been found to be very beneficial to doctoral students (Heinrich, 1995; Holland, 1995;
Lyons, Scroggins & Rule, 1990; Schlosser, Knox, Moskovitz, & Hill, 2003). The purpose of
this study was to investigate informal faculty mentoring at the master's degree level,
namely the extent to which informal faculty mentoring activities were happening, the
way these activities happened, and the impact these activities produced on mentored
students as reported by mentored students themselves.
The study was guided by three research questions which are: (1) What types of
informal faculty mentoring activities are happening in the master's degree programs of
a regional university? (2) How helpful are the mentoring activities perceived by students?
(3) What are the situational and personal factors associated with the happening of
informal mentoring relationships? It was conducted in t w o phases: (a) pilot study and (b)
survey. The pilot study was used to validate the survey instrument for this research. A
mixed methodology was used in the form of a self-designed survey with a combination
of open-ended and close-ended questions. Analysis was done by using the descriptive
function of the SPSS software after the data was cleaned and text responses coded.

It was found that master's degree students did experience a wide range of
informal faculty mentoring activities in three respects, namely, in the academic, the
career and professional, and the psychosocial dimensions. These informal faculty
mentoring activities have produced varying but mostly positive impact on the students.
The interaction in a mentoring relationship is mostly initiated due to the respect either
paid to the faculty or mutually between faculty members and graduate proteges,
students' commitment to the program or professional goals, and students' ability to
perform.
Then practical recommendations were made to utilize the findings of this
research. For example, reported informal faculty mentoring activities could be used to
describe the kinds of interactions that are currently happening between faculty
members and master's degree students. The perceived impact of these reported
experiences offers an opportunity to compare these experienced activities to their
perceived impact which will then help reveal students' true needs. The dynamics
questions, on the other hand would aid in directing our attention to the occasions or
factors that have contributed to the occurrence of the experienced beneficial mentoring
relationships.
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CHAPTER 1
INTRODUCTION
Background t o the Study
Having had t w o great teachers - one from high school and the other from college
who have profoundly impacted my education and career thus far, the researcher is
profoundly intrigued by one aspect of the educational process, namely, how teachers
help their students outside the classroom or what is termed the informal or traditional
mentoring as used in the literature. In fact, in the context of higher education,
mentoring has been found t o inspire undergraduate students t o graduate study
(Arredondo, 1995). At the graduate level, mentoring has been found by many studies
(Heinrich, 1995; Holland, 1995; Lyons, Scroggins & Rule, 1990; Schlosser, Knox,
Moskovitz, & Hill, 2003) to be very beneficial to doctoral students. In one recent study
mentoring is used to address concerns and challenges faced by ethnic minority students
in doctoral programs (Chan, 2008). The problem for this study, however, is what
informal faculty mentoring of master's degree students looks like in a regional public
university.

For such an endeavor a good place to start is a short review of the mentoring
literature examining its significance. The t r u t h is that the significance of faculty
mentoring has been well documented in many studies. Selwa (2003) for one has offered

2

a good list of the benefits for an organization, a profession, and society at large. These
include the improvement of retention of current organization members, help with junior
members' professional development or advancement, passing on of individual and
organizational knowledge, instilling professional ethical standards, and improving the
opportunities for success for disadvantaged minority groups. Girves, Zepeda and
Gwathmey (2005) have provided a table of benefits that accrue respectively to proteges,
mentors, and institutions in the educational setting. Benefits to the protege, for
example, range from meaningful tasks or assignments, specific skills, and critical
thinking abilities, to feedback, advice, encouragement, higher aspirations, to
professional knowledge, entry into a profession, career advancement, and finally to the
exemplification of values, as well as professional and personal life. Johnson and Huwe
(2003) put the benefits to a graduate protege under the career and psychosocial
functions. Specific outcomes specified in their book Getting Mentored in Graduate
School include "professional skill development," "professional confidence and identity
development," "networking," "predoctoral productivity," "dissertation success,"
"securing internship and other professional opportunities," "affirmed talents and
fostered dreams," "satisfaction with doctoral program," "income and early employment,"
"promotion and career mobility," "career eminence," "career satisfaction," "creative
achievement," and "learning to mentor others."
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Other issues covered in the mentoring literature involve such aspects as the
definition of mentoring, types of mentoring, mentoring stages, mentor characteristics,
protege characteristics, organizational characteristics, theories and models of mentoring,
mentoring behaviors, mentoring outcomes, and concerns about mentoring, which will
be discussed below in the order they are hereby listed.

To begin with, a mentoring relationship is generally defined as one that happens
between a more-experienced organizational member and a less experienced or usually a
new organizational member (Campbell & Campbell, 1997). The purpose of such a
relationship is to facilitate a protege's personal and professional development (Johnson
& Huwe, 2003; Kochran & Trimble, 2000; Long, 1997; Selwa, 2003, etc.). Atypical
mentoring relationship also involves a long-term commitment on the part of all
participants in the relationship (Selwa, 2003, for example).

In regards to the types of mentoring, distinction is usually made between the
informal process and the formal process. The informal or traditional relationship refers
to those that happened naturally without intervention from an organization while the
formal program has organizational goals and objectives on top of prescribed mentoring
procedures. There are also discussions of alternative forms of mentoring (Russell &
Adams, 1997) such as peer mentoring and group mentoring that happen between equal
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peers or a senior member and several junior members. In group mentoring even
professional associations are considered for the mentoring role.

Classic delineation of mentoring stages is offered by Kram (1983) as
encompassing initiation, cultivation, separation, and redefinition. The initiation phase
indicates the start of the relationship whereas the redefinition phase signals the
launching of a new relationship different from the previous mentoring relationship.
Major mentoring functions happen during the cultivation stage and the separation
phase indicates the maturation of the relationship.

For ideal mentor characteristics Johnson (2002) suggests that a mentor be
selective, make explicit their expectations of the protege, know and accept the protege,
practice intentional mentoring, balance advocacy for protege with professional
requirements, take into consideration issues of race, culture and gender, "model
personal health and self-awareness" (p.94) and "remain vigilant to conflict or
dysfunction." (p.94)

Kram (1983) sees a potential protege as one having talent, drive, and positive
attitude. In other words, a protege should understand the relationship as a two-way
communication, be willing to enter the relationship, respect and trust the mentor, listen
to advice, take appropriate action and take initiative (Young & Wright, 2001).
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Ideal organizational characteristics for a higher education institution as
recommended by Johnson (2002) include making mentoring potential a criteria in hiring
faculty, helping faculty get ready for the mentor role, assessing and rewarding faculty
mentoring, preparing graduate students for the protege role, and consistently assessing
mentoring related outcomes.

One seminal work in mentoring theory is Hunt and Michael's (1983) theoretical
framework mapping the mentoring territory as including the context of mentoring,
mentor and protege characteristics, mentoring stages, and mentoring outcomes. This
framework has to a great extent affected the focus of many later mentoring studies.
Other theoretical theories and models include Buell's (2004) cloning, nurturing,
friendship, and apprentice models, Forehand's (2008) multicomponent theory of peer,
schools, neighborhoods, and culture, the sympathy - acceptance - understanding competence model (Ronston, Andersson, & Gustafsson, 2005), the human becoming
approach (Carroll, 2004), and the situated learning theory for teaching professionalism
(Bippus, Kearney, Plax, & Brooks, 2003).

With a 32-item Mentoring Functions Scale, Noe (1988) contributed one of the
classic studies of mentoring behaviors that measures mentoring behaviors in such
mentoring function areas as acceptance and confirmation, coaching, counseling,
challenging assignments, exposure and visibility, friendship, protection, role model, and
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sponsorship. Two other instruments are Fogg's (2003) 42-item Academic Mentoring
Behavior Scale and Rose's (2003) 34-item ideal mentor scale.

Though many mentoring studies documented positive contributions of
mentoring to the protege, to the mentor and to the organization as discussed above,
concerns are also raised about neglected areas or problems. Female members in an
organization, for example, may encounter limited access to mentoring (Jacobi, 1991;
Ragins, 1997a, 1997b), experience incompatible mentoring paradigms or even sexual
tensions (Hunt & Michael, 1983). Good mentors are hard to come by (Wright & Wright
as cited in Long, 1997). Mentors and proteges may face increased pressure or insecurity
from the relationship (Hunt & Michael, 1983; Wright & Wright as cited in Long, 1997).
Unsuccessful mentoring is costly (Hunt & Michael, 1983). And a mentoring relationship
may end up promoting the status quo (Long, 1997).

In spite of the burgeoning research on mentoring in different types of
organizations, one problem remains unsolved. There is an obvious lack of theoretical
discussion regarding the purpose of mentoring. The mentoring theories and models
outlined above are rather descriptions of a process or phenomenon that is perceived or
reported to be good to the parties involved. For this study, therefore, I will use
Weidmann, Twale and Stein's (2001) graduate student socialization theory to guide both
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the understanding of informal faculty mentoring activities and the design of the survey
instrument for the research.

Theoretical Framework of the Study

To begin with, it needs to be recognized that faculty mentoring of graduate
students, whether formal or informal is a socialization process (Baird, 1990; Buell, 2004;
Daniel, 2007; Fogg, 2003; Gardner & Barnes, 2007; Johnson & Huwe, 2003; Lamport,
1993) and its purpose just like that of the graduate student socialization theory is to
promote students' "identification with and commitment to professional roles"
(Weidmann et at., 2001, p.37) while in graduate school.

Second, the graduate student socialization process consists of five components the graduate program experience, prospective students aspiring for graduate school,
personal community of family, friends, and employers, professional communities
consisting of practitioners and associations, and novice professional practitioners of a
successful professional socialization process. The concepts serve broad categories of
functions very similar to those served by graduate faculty mentors as enumerated in the
mentoring literature. Take the graduate program and prospective student components,
for example, they mainly serve the academic and psychosocial functions of a mentoring
process. The personal community component also serves the psychosocial function of a
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mentoring process. Finally the professional communities and novice professionals
provide the career or professional function of a mentoring relationship.

But more importantly the socialization theory broadens our thinking of
mentoring in unchartered territories. Now instead of mentoring in a prescribed manner
relying solely on personal resources, a mentor could well consider utilizing professional
associations or other venues to promote students' career or professional development.
Mentors could also use the components in Weidmann et al.'s (2001) five communities
to provide other much needed socialization or mentoring functions to their proteges.

Statement of Purpose

The purpose of the study was to determine the extent to which informal faculty
mentoring activities were happening at the master's degree level, the way these
activities were happening, and the impact these activities were producing on mentored
students as reported by the subjects themselves. In so doing it was hoped that this
study would contribute to better understanding of the informal faculty mentoring
process at the master's level and lend new insight to the improvement of both master's
degree programs and students' professional development experiences in the program.

Research Questions

1.

What types of informal faculty mentoring activities are happening in the
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master's degree programs of a regional university?
2.

How helpful are the mentoring activities as perceived by students?

3.

What are the situational and personal factors associated with the happening of
informal mentoring relationships?
Methods

To answer the above research questions, I used a self-designed instrument-the
Informal Faculty Mentoring Activity and Dynamics Survey to target all enrolled master's
degree students at a Midwest public university. The instrument consisted of five
sections. The first section, that is, question 1, was an abridged letter of informed
consent that was placed at the beginning of the survey to solicit the consent of research
participants in addition to the normal recruitment procedure. The second section which
was composed of questions 2-4 was used to investigate the informal faculty mentoring
activities experienced by research participants and the resulting impact of these
experiences. The third section included questions 5 and 6 intended to find out how the
research participants thought the relationships had happened. Questions 7 and 8
constituted the fourth section devised to triangulate and shed further light on the
impact of the experienced informal faculty mentoring activities and why the activities
had happened. The final section consisted of questions 9-18 that collected basic
relevant demographic information of respondents.
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The design of the instrument was guided by the graduate socialization theory
(Weidmann et al., 2001) in that it represented a study of the mentoring functions similar
to those served by the five communities depicted in the theory.

For instance, the demographics section of questions 9-18 provided data about
features of the aspiring students. In the informal faculty mentoring activities and impact
section, question 2 provided information about students' graduate program experiences,
question 3 collected information similar to those from the personal community, and
question 4 gathered data similar to those provided by practitioners, associations and the
novice professional community. Similarly, in asking questions concerning how the
informal mentoring relationship started, the items in question 5 again closely
corresponded to the five communities in Weidman et al.'s (2001) graduate student
socialization theory.

After the approval of the research methodology by my dissertation committee, I
submitted it to the university's internal review board and worked closely with them to
make sure that it observed relevant federal laws and regulations regarding the study of
human subjects. Then I obtained the permission of relevant departments on campus
before delivering the instrument electronically to participating subjects. As further
safeguard for protecting the rights of the research participants, question 1 of the survey
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was used to enlist consent from research participants before they proceeded to the
actual survey questions.

Data Analysis

The researcher himself conducted the data analysis. The resulting electronic data
was cleaned first. Text responses were coded and then analyzed using the descriptive
function of the SPSS software.

Significance of the Study

The significance of the study was threefold. First, Weidmann et al.'s (2001)
graduate student socialization theory as used in guiding this study and the design of the
survey instrument filled a gap in the mentoring literature by both locating a mission for
mentoring as an emerging area of study and expanding the horizon of mentoring studies
at the same time. The introduction of the graduate student socialization theory
captured the fundamental nature of mentoring as both a socialization process and a
vital tool for professional development at the graduate level in the higher education
context. It also signified an important shift in the study of mentoring as the traditional
one-on-one relationship to individual mentoring activities facilitating the professional
development of the proteges. Second, it represents an attempt at the study of a so far
neglected phase of professional development, the multifaceted and complex master's
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degree programs. Third, instead of documenting more mentoring benefits or promoting
the benefits in formal mentoring programs efforts were made in this study to
understand the mechanism behind such relationships so that it would better inform the
like practices in other forms and contexts.

Delimitation

This study was confined to the study of informal faculty mentoring activities as
reported by master's degree students in unspecified programs. Therefore, any formal
mentoring programs and the resulting mentoring activities were excluded from this
investigation.

This study was also distinguished by the choice of subjects for study. Graduate
faculty members, indispensable as they are in a mentoring relationship were not
targeted in the study. Though all academic programs were included in this investigation,
clear indication of individual programs was avoided. All this may limit or even negatively
impact the interpretation of student reported results or/and the validity of the research
findings.

Finally given the limited scope and depth of the study, generalization of research
findings was not part of the purpose for this study.
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Definitions

Mentoring: A relationship in which a more experienced organizational member acts as
guide, role model, teacher, and sponsor of a less experienced organizational member
for their mutual benefits (Campbell & Campbell, 1997).

Informal mentoring: A relationship between a senior and a junior member of an
organization that is formed naturally and with little or no intervention from the
organization (Hunt, 1986).

Formal mentoring: Formal mentoring sometimes goes by the name of assigned
mentoring or planned mentoring (Hunt, 1986; Kram, 1985). It refers to a mentoring
relationship characterized by explicit organizational goals as well as a formal selection
and matching process (Hunt, 1986).

Alternative mentoring: Refers to mentoring relationships other than informal and formal
mentoring relationships. It includes group mentoring and peer mentoring. Peer
mentoring provides career and psychosocial support among co-workers or peers while
group mentoring happens between one senior member and several junior members
(Russell & Adams, 1997).
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Antecedents: In this context it refers to factors or characteristics that impact the
mentoring process. Some antecedents Ragins (1997b) listed are management systems,
organizational culture, and perceived competence.

Mentor characteristics: Ideal characteristics of a mentor that is found to contribute to
the success of a mentoring relationship. Examples would be commitment to the role of
a mentor, accepting the protege, skills at providing support, communicating hope and
optimism, model of continuous learning, listener, and problems solver (Young & Wright,
2001).

Protege characteristics: Ideal characteristics of a protege that researchers believe will
make the mentoring relationship a success. Respect and trust for the mentor, taking
initiative and demonstrating resourcefulness, having a plan for accomplishing goals,
listening to advice and responding with appropriate actions are some of the examples
(Young & Wright, 2001).

Organizational characteristics: Ideal characteristics desired of an organization that is
believed to benefit the organization, the mentor, and the protege. Suggestions include
using mentoring potential as criteria in faculty hiring, preparing faculty for the mentor
role, assessing and rewarding faculty mentoring and mentoring outcomes (Johnson,
2002).
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Mentoring events, situations, & circumstances: They are not part of the regular flow of
life that happen to us and meaningfully impact our lives. They provide unexpected
opportunities to break out of a situation, to move toward a positive goal, and to gain
challenging experience. They can also be broadening and maturing experiences (Darling,
1986).

Human becoming approach: Mentoring is viewed as a process of being with another
and getting to know the other rather than focusing on a predetermined outcome
(Carroll, 2004).

Collaborative mentoring: Another name for peer mentoring that is supposed to result in
a creative and democratic relationship that promotes the development of insights and
understandings between peers (Provident, 2005).

Relational mentoring: The view of mentoring as a relational interaction and construction
during which the relational selves of graduate proteges undergo a series of
transformations in discovering knowledge, shaping their identities as researchers, and
establishing relationships with others in the academic community. In this relationship
mentors also act as relational beings (Koro-Ljungberg & Hayes, 2006).
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Situated learning theory: The theory proposes that learning should be embedded in
authentic activities that help to transform knowledge from the abstract and theoretical
to the usable and useful (Maudsley & Strivens, 2004)

Resocialization: A process in which changes are required of participants in terms of their
self-images, attitudes, and thinking processes (Egan, 1989). Egan (1989) regards
graduate education or doctoral education as a process of resocialization during which
the student "willingly adopts and internalizes a new, professional self-image" "through
role taking and identification with significant others" (Friedenberg & Roth; Sherlock &
Morris; Weiss; as cited in Egan, 1989, p.200).
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CHAPTER 2
LITERATURE REVIEW
Introduction
The importance of mentoring originating from Mentor, a wise counselor to
Ulysses and then teacher and protector to Ulysses' son Telemachus in Homer's Odyssey
and meaning teacher, advisor, sponsor and role model (Jacobi, 1991) has been well
documented. For example, in higher education, mentoring has been found to aspire
undergraduate students to graduate study who were either "invited to professors'
homes," "spent more time with faculty," or "worked on a professor's project" than
those who did not (Arredondo, 1995, p.16). Mentoring is also used to address concerns
and challenges faced by ethnic minority students in doctoral programs (Chan, 2008). For
this study, a systematic review of the mentoring literature revealed the importance of
mentoring in four dimensions, which are the national dimension, the professional
dimension, the organizational dimension, and the personal dimension.

Significance of Mentoring

At the national level, mentoring is found to play a significant role in addressing
the national goal of human resources development (Girves et al., 2005). Not only has
mentoring been used to address faculty shortage in higher education (Provident, 2005),
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it has also been used to improve the success of disadvantaged groups (Selwa, 2003) thus
revitalizing the United States' competitive edge (Healy & Welchert, 1990).

At the professional level, mentoring literature reveals that mentoring is an
effective tool in encouraging the development of talents in businesses, medicine, and
education by enabling the transfer of academic skills, attitudes, and behaviors
(Redmond, 1990). For example, in medicine mentoring is employed to achieve
professional ethical conduct (Selwa, 2003). In education, mentoring is utilized to assist
the strengthening of education programs by facilitating changes (Selwa, 2003).

At the organizational level, mentoring also has multiple uses. In addition to
functioning as a means for socialization, training, and development of employees
(Cawyer, Simonds & Davis, 2002; Hunt & Michael, 1983; Wilson & Elmann, 1990),
mentoring is found to improve retention and success rates (Hesli, Fink, & Duffy, 2003) as
well as being capable of improving organizational justice (Scandura, 1997).

At the personal level mentoring is found to benefit both the mentor and the
protege, though more benefits are documented for the protege. This is largely due to
the fact that the majority of research in mentoring has been focused on the protege
(Allen, Poteet, & Burroughs, 1997; Ragins, 1997a). To the mentor, benefits include
increased internal satisfaction and fulfillment, accelerated research productivity,
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expanded professional network, and greater professional recognition (Ragina &
Scandura, 1994). Also mentors may benefit from the protege's creativity and energy and
the loyal support of the protege (Kram, 1985).

Documented benefits for the protege are many. For example, proteges receive
both guidance in defining their future career path and insight regarding the general
processes that lead to professional advancement (Selwa, 2003). Other benefits include
knowledge received and skills transferred. For proteges mentoring also contributes to
increased career expectations, job satisfaction and organizational commitment
(Scandura, 1997), leads to reduced level of role stress and conflict (Wilson & Elmann,
1990), improved career outcomes such as salary, promotions, position power, and
career satisfaction (Dreher & Ash, 1990; Fagenson, 1989; Scandura, 1992), opportunity
to receive a level of interaction, trust, and communication which results in a
psychosocial comfort that empowers a student with the knowledge and confidence to
grow academically and socially (Redmond, 1990). Advantages are evident in financial aid,
job placement, research project training, collaboration on publications, and
personal/emotional support (Cameron, as cited in Hunt & Michael, 1983). Additionally
mentoring helps proteges integrate career and family responsibilities (Kram; Levinson et
al., as cited in Hunt & Michael, 1983). In fact, mentoring is believed to be a central
aspect of the graduate education (Luna & Cullen, 1998), capable of enhancing the
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undergraduate student's academic success and facilitating the progression to postgraduate plans - either graduate study or a career in the work place (Campbell &
Campbell, 2000). Benefits of mentoring are also discovered for unemployed people
(Overell, 1996), making unique contributions to explained variance in protege career
expectations, job satisfaction and organizational commitment (Scandura, 1997).

Given the great significance and the many benefits to all parties involved in the
relationship as well as its positive contribution to national competitive edge, the natural
question to ask here would concern the definition of mentoring in general and informal
faculty mentoring in specific. In the following section, a comprehensive answer to this
question is presented examining not only discussions of the definition of mentoring, and
the different formats or types mentoring has taken over time, but also the stages of
mentoring and the characteristics of the mentor, the protege, and the organization.

Defining Mentoring

As rapidly as the interest in mentoring practices and research grow together with
the above mentioned benefits already documented, there is not a single agreed upon
definition of mentoring (Healy & Welchert, 1990). Emphasis has been placed on the
reciprocal aspect of the relationship (Healy & Welchert, 1990), long-term time
commitment required for the development of such a relationship (Healy & Welchert,
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1990), a description of the categories of mentoring behaviors involved, or the
complexity of the relationship (Carroll, 2004). While reciprocity points to the benefits for
both parties of participants (Healy & Welchert, 1990), emphasis on the complexity of
the relationship maintains that mentoring constitutes complex human engagements
that reflect the multiplicity in levels of communications (Carroll, 2004). The mentoring
experience for the protege, therefore, is becoming an expert, committing to a chosen
discipline and profession. It is also about sharing and celebrating milestones in one's
personal and professional development (Carroll, 2004).

Yet consensus does occur regarding some aspects of the relationship. Common
elements usually identified for a traditional mentoring relationship, for example, involve
a senior or seasoned institutional member and a junior, novice, or new member from
within the institution (Campbell & Campbell, 1997, 2000; Carroll, 2004; Johnson & Huwe,
2003; Kram, 1985; Provident, 2005). The purpose of such a relationship is agreed to
facilitate a protege's personal and professional development (Johnson & Huwe, 2003;
Kochran & Trimble, 2000; Long, 1997; Selwa, 2003, etc.). There is also consensus
regarding the long-term commitment of time for the development of the relationship
(Selwa, 2003, for example).

Based on extensive literature review, it seems that traditional mentoring is a
long-term developmental and reciprocal relationship happening between a senior and
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junior member of an organization that mainly helps facilitate the personal and
professional development of junior or novice organizational members by the provision
of knowledge, advice, challenge, counsel, and support.

Types of Mentoring

In addition to the informal mentoring this author has tentatively defined, other
forms of mentoring include formal mentoring, group mentoring and peer mentoring
under the umbrella of alternative mentoring, and supervisory mentoring.

If informal or natural mentoring (Redmond, 1990) grows out of shared interests,
admiration, or job demands (Phillips-Jones, 1983), formal mentoring is usually
characterized by a focus on organizational commitment (Hunt, 1986); that is, it is
utilized by organizations to combine individual goals as well as organizational goals
(Hunt, 1986) so that effectiveness and productivity (Girves et al., 2005) of professional
training and organizational socialization (Fagan & Ayers, 1985; Wilbur, 1986) can be
achieved. In the mentoring literature, formal mentoring is also referred to by such
names as assigned mentoring (Noe, 1988), planned mentoring (Hunt, 1986; Kram, 1983,
1985; Redmond, 1990), structured mentoring (Girves et al., 2005) etc.

Alternative mentoring as used by Russell and Adams (1997) includes group
mentoring and peer mentoring. For group mentoring, the relationship between one
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senior colleague and several junior proteges (Kaye & Jacobson, as cited in Russell &
Adams, 1997) or the use of professional associations in the place of a dyadic relationship
(Dansky, as cited in Russell & Adams, 1997) replaces the one-on-one relationship in
informal and formal mentoring. In peer mentoring, the mentoring relationship is
established between co-workers to provide each other career and psychosocial support
(Pullins, Fine & Warren, as cited in Russell & Adams, 1997). Both group mentoring and
peer mentoring are used to address the high demand for mentors in an organization.

By supervisory mentoring, Green and Bauer (1995) suggested that the advisorstudent relationship in doctoral programs on many occasions also provides important
psychosocial, career mentoring functions which, however, are very closely related to
student potential. In other words, students with talent and motivation tend to receive
more mentoring support.

Stages of Mentoring

Mentoring is also characterized by different stages. For traditional or informal
mentoring, the literature provides a consensus of four mentoring stages as postulated
by Kram in her seminal work of "Phases of the mentoring relationship" published in
1983. They are the initiation stage, the cultivation stage, the separation stage, and the
redefinition stage.
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The initiation stage is launched when the protege begins to seek out and
approach a mentor or role model while the mentor starts to recognize a protege as one
who deserves special coaching and attention. According to Kram, this process usually
takes 6 to 12 months and is characterized by good feelings and high expectations that
proteges and mentors have about one another. But not much mentoring happens at this
stage (Chao, 1997).

Once the relationship is mutually recognized and starts to mature as indicated by
the increased experience of mentoring functions involving both parties, it progresses to
the cultivation stage. During this phase, the partners get to know each other's
capabilities and reap optimal benefits of the relationship. This stage usually continues
for 2 to 5 years.

Then comes the third stage of separation as entailed by the growing capabilities
and independence of the protege or structural changes involving either or both parties.
However, a more important indicator of this stage is the psychological separation or
very likely the emotional stress or anxiety that is involved. This process may last 6 to 24
months.

The last stage is the redefinition phase that may not happen to all mentoring
relationships (Hunt & Michael, 1983). During this final phase, the mentoring relationship
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evolves into one of informal contact and mutual support that involves no definite time
line.

Different phases were found to be associated with varying developmental
functions, with career functions occurring first and psychosocial functions becoming
more important in the later stages.

To complete a meaningful answer to the question of what mentoring is, we also
need to take a look at the characteristics or rather desired characteristics of the three
components of the relationship, namely, that of the mentor, the protege, and the
organization. This is important because these characteristics make the relationship
happen and each relationship and their organizational context is unique, producing
profound impact upon all three components.

Mentor Characteristics

In the literature, mentor characteristics are presented in a variety of ways.
Identification of the roles a mentor plays or might play is one. Such roles include that of
a listener and a problem-solver (Young & Wright, 2001) or that of a counselor, a teacher,
a challenger, a coach, an observer, a facilitator, a trainer, a master, a tour guide, an
advocate, a role model, a reporter, and a colleague (National Education Association,
1999). Being a great advocate, for example, would involve the mentor honoring the
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protege's path of learning and the mentor's belief in and support of the path taken by
the protege (Carroll, 2004). As role models, mentors should demonstrate care, love, and
a sense of community (Lincoln, 2000).

A second way of approaching mentor characteristics is by way of a detailed
description of the range of mentoring functions necessary to facilitate the protege's
personal, professional, and career development. These include knowledge of the
organization, providing reasonable goals, genuine interest in helping the protege,
listening and communication skills, willingness to provide feedback, openness to
suggestion, flexibility, and objectivity (Allen & Poteet, 1999). The study of such
personality traits as humor, honesty, dedication, empathy, compassion, genuineness,
patience, flexibility, and loyalty (Biglow & Johnson, 2001) is also an important part of
this approach, as is the discussion of ethical principles for the mentor (Brown & Krager,
1985).

A third approach is to examine such mentor characteristics as the mentor's
influence, power or status in an organization, the mentor's expectations of benefits
from the relationship, the mentor's expectations of the protege, or mentor's individual
needs for professional development.
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A fourth approach, on the other hand, suggests more generic qualities such as "a
commitment to education," "a hope for its future," and "a respect for those who enter
into community" as central to mentoring or qualities mentors should possess (Shadiow,
1996).

But one should never expect any individual mentor to possess all these desirable
characteristics (Johnson & Huwe, 2003). Nor are these qualities all required for
individual mentoring relationships to be successful.

Protege Characteristics

While remembering that the establishment of a mentoring relationship is an
interactive process, personal characteristics found conducive to the inception of a
mentoring relationship on the part of the protege also encompass a long list. For
example, to receive mentoring, a protege needs to have the desire to learn (Provident,
2005; Wise, Chang, Duffy, & Valle, 2004), have interest in people (Provident, 2005),
respect and trust the mentor (Wise et al., 2004; Young & Wright, 2001), understand the
relationship as mutual in terms of gains (Young & Wright, 2001), take initiative and show
resourcefulness, be willing to enter into a mentoring relationship, have plan for
accomplishing goals (Provident, 2005; Young & Wright, 2001), listen to advice and
respond properly, understand that the mentoring relationship is an opportunity for
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growth, be open to candid feedback, and remain mindful of the hazards of having a
mentor (Young & Wright, 2001).

In short, a protege needs talent, drive, and positive attitudes (Kram, 1983) to
receive mentoring. To rephrase this in a slightly different manner, Green and Bauer
(1995) suggested the term "protege potential" which in their view consists of both
performance and nonperformance dimensions. In terms of the performance dimension,
the protege needs to demonstrate his or her abilities to perform while the nonperformance dimension deals with the protege's affective commitment to both the
chosen program and a career this chosen program might lead to.

More protege characteristics studied in the mentoring literature involve the
protege's "locus of control," "job involvement," "career planning," "relationship
importance," "gender composition of the mentoring dyad," and "the quality of
interaction and amount of time spent with the mentor." (Noe, 1988) According to Noe
(1988), proteges with an internal locus of control are more likely to interact with the
mentor and usually more effectively use the information provided by the mentor than
those with an external locus of control (Noe, 1988). In terms of job involvement, the
importance of work for the protege's self-image (Lodahl & Kejner, as cited in Noe, 1988)
or the degree to which she or he identifies psychologically with work determines her or
his interest in developing work-related skills (Noe, 1988). Individuals having career goals
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or plans are more aware of their strengths, weaknesses, and interests. Proteges with
internal locus of control; having strong job involvement; and clear career goals; placing
high importance on relationship; targeting high quality of interaction; and spending
more time with their mentor are more likely to develop successful mentoring
relationships (Noe, 1988). The protege's resources and networks could also be an
important selection criterion for the mentor (Welch, 1996).

There are also studies that examined the protege's socialization experiences
prior to graduate school, graduate students' relationship with their academic advisor,
proteges' interaction with their academic peers, and protege needs (Pontius & Harper,
2006). Previous and positive experiences are found to positively correlate with the
individuals' persistence to degree (Pontius & Harper, 2006).

Currently there is the tendency to focus on the study of women, people of color,
people with disabilities, and unemployed individuals in a mentoring relationship (Burke
& McKeen; DeCenzo & Robins; Noe; Overell; Ragins; Stone & Colella; Thomas; Thomas &
Alderfer, as cited in Russell & Adams, 1997).
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Organizational Characteristics

The examination of organizational characteristics is also important to the
understanding of what mentoring is in that it constitutes the context of mentoring
relationships (Healy & Welchert, 1990).

In the mentoring literature organizational characteristics studied concern an
organization's reward systems, design of work, performance management systems, and
its organizational culture (Kram, 1985). In the context of graduate education, a good
indicator of a functioning reward system, for example, would be the inclusion of faculty
mentoring as service acceptable for promotion and tenure review (Redmond, 1990).
Academic programs could be designed to encourage maximal interaction between
faculty and students (Redmond, 1990), and mentoring related outcomes should be
vigorously and consistently assessed (Johnson, 2002). In terms of the organizational
culture, it could be supportive of life-long learning or it could be competitive and very
political (Allen et al., 1997).

In other words, commitment is needed on the part of an organization in terms of
explicit relevant policy statements and financial support, as well as the allocation of
space and personnel (Redmond, 1990). Specific measures suggested, for example,
include using mentoring potential in faculty hiring, preparing faculty for the mentor role,
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preparing graduate students for the protege role, assessing and rewarding faculty
mentoring, and the summative assessment of mentoring related outcomes (Johnson,
2002).

However, a more strategic move in developing organizational characteristics for
mentoring would be the institutionalization of mentoring suggested by Girves et al.
(2005) for promoting formal mentoring programs. The eight components outlined are (1)
the central positioning of the formal mentoring programs, (2) endorsement by higher
administration and high visibility of the mentoring programs, (3) coordinators with
power and authority, (4) institutional commitment of sufficient human and financial
resources, (5) active advisory committees guiding mentoring activities, (6)
understanding and acceptance of the importance of mentoring programs by the campus,
(7) program evaluation and progress reports, and (8) the establishment of a comentoring network for professional development.

It is believed that the implementation of this process would greatly enhance the
academic and professional success of participating students and faculty (Girves et al.,
2005). In fact, the development of these organizational characteristics would also be
highly desirable and beneficial for the occurrence of informal mentoring programs. Now
that we have tried to answer the question of what mentoring is, the next step is to take
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a look at the research findings concerning mentoring behaviors and mentoring theories
in the following section so as to pave the way for this study at the master's level.

Mentoring Behaviors

After the previous discussion concerning the importance of mentoring and what
it takes for a mentoring relationship to work, namely, the mentor, the protege, and an
organizational environment, we have come to the examination of what actually happens
during the mentoring process, that is, mentoring behaviors as provided by the mentor
and received by the protege.

One seminal study was that done by Noe (1988) using his mentoring function
scale to assess the career and psychosocial development of the protege (Kram, 1983).
Under the category of career functions are such aspects of the mentoring relationship
that helped to prepare the protege for career advancement. These functions included
sponsorship, exposure and visibility, coaching, protection, and challenging assignments.
To sponsor, the mentor nominates the protege for desirable projects or promotions. To
increase the visibility of the protege in the organization, the mentor provides the
protege with assignments that expose the protege to organizational decision makers. By
sharing ideas, providing feedback, and suggesting strategies for accomplishing work
objectives, the mentor provides coaching to the protege. The mentor also provides
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protection to the protege by preventing or reducing unnecessary risks that might create
a threat to the protege's reputation. Challenging assignments are necessary for career
development.

While psychosocial functions tend to enhance the protege's sense of
competence, identity, and work-role effectiveness functions included in this category
are role modeling, acceptance and confirmation, counseling, and friendship. As role
model the mentor demonstrates appropriate attitudes, values, and behaviors. For
acceptance and confirmation, the mentor provides the protege with unconditional
acceptance and positive regard. At the same time the mentor provides a venue for the
protege to openly talk about anxieties and fears. Or the mentor establishes friendship
with the protege by informally interacting with the protege at work.

Rose's ideal mentor scale (2003) combined students' needs with mentor
qualities or attributes that culminated in three ideal mentor characteristics which are
integrity, guidance, and relationship. The integrity characteristic provides such
mentoring functions as encouragement, friendship, and role model reflecting
personality traits such as agreeableness, conscientiousness, respect for self and others,
and empowerment to the protege. The relationship characteristic reflects such
personality traits as extroversion, goodnaturedness, openness to experience, and
absence of neuroticism. The mentoring function provided is closest to that of trust in
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that the relationship shares personal problems, social activities, and even worldview.
However, the guidance characteristic is independent of personality traits and offers the
mentoring functions of counseling, sponsorship, and teaching.

Fogg's Academic Mentoring Behavior Scale (2003) is adapted from Noe's
Mentoring Function Scale (1988) and is applied to the study of doctoral studies. Instead
of Noe's 34 items, Fogg's instrument has 42 items with added items focusing mainly on
academic study in the graduate college. In doing factor analysis, Fogg (2003) grouped
the items into four factor groups, namely, the academic factor, the interpersonal factor,
the social factor, and the career factor. While I may not agree with the grouping or
factor names used, it does provide inspiration for the design of the survey instrument
for the author's study.

Mentoring Theories and Models

Mentoring theories are the product of many mentoring studies, be it definition,
significance, mentoring behaviors, relationships, participants, or processes. With the
burgeoning of mentoring studies in business, education, medicine, and psychology,
mentoring theories and frameworks came in many formats focusing on divergent
aspects. There are general mentoring theories (Darling, 1986), theories studying various
aspects of the mentoring relationship (Chung, Bemak, & Talleyrand, 2007; Girves et al.,
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2005; Liang, Tracy, Taylor, & Williams, 2002; Ponce, Williams, & Allen, 2005; Provident,
2005; Ragins, 1997a; Ragins, 1997b; Scandura, 1997; Wang, 2001), theories borrowed
from other areas of study that are being introduced for the study of the mentoring
relationship (Buell, 2004; Forehand, 2008; McManus & Russell, 1997) as well as unique
theories from the humanistic perspective and overall framework suggested for the
study of mentoring relationships.

Darling's Mentorinfi Influences in Our Lives

Mentoring influences in our lives include mentoring events, situations, and
circumstances (Darling, 1986). They are events that stand out, produce meaningful
impact on our lives, help us grow, or change our feelings about ourselves and our lives
(Darling, 1986). The mentoring mosaic includes mentoring through people, through
events, circumstances and situations or even through our own self-mentoring efforts
(Darling, 1986). Indeed this very generic definition of mentoring has the potential of
significantly broadening our view concerning mentoring in the graduate school setting.

Theories Examining the Various Aspects of the Mentoring Relationship

Theories included in this section are diversified mentoring (Ragins, 1997a,
1997b), collaborative mentoring (Provident, 2005), the grooming model and the
networking model of mentoring (Haring, 1999), generative mentoring cultures (Ponce et
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al., 2005), the dynamics in mentoring relationships (Daloz, 1986), and the relational
health indexes - mentor model (Liang et al., 2002).

The diversified mentoring relationship includes three factors, namely, the
organizational factor, the interpersonal factor, and the individual factor (Ragins, 1997a,
1997b). A diversified organization has integrated structure - the achievement of
heterogeneity in employment across rank, department, and specialization, organic or
"new paradigm" management systems characterized by decentralized control and twoway communication spanning departmental lines - and is recognized as multicultural
with pluralistic acculturation and heterogeneous membership. The diversified
interpersonal factor is characterized by the interpersonal comfort or identification
between the mentor and the protege and work group support. The diversified individual
factor involves such aspects as "cognitive differentiation and stereotyping," "attitudes
toward diversity," and "prior experience in diversified relationships." (Ragins, 1997a,
1997b) The theory is developed to target disadvantaged and underrepresented groups
in an institution.

Collaborative mentoring (Provident, 2005) happens more among peers or
individuals with equal organizational status. It is a practice that creates a democratic
and creative relationship that promotes understanding and the development of insights
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between peers and is established through professional support networks that are
"practitioner centered," reflective, and empowering (Provident, 2005, p.2).

Like the collaborative mentoring relationship, networking mentoring also takes
place among peers to provide traditional benefits of mentoring relationships to the
participants (Haring, 1999). This is a more inclusive and equal relationship (Haring, 1999).
The grooming mentoring, on the other hand, represents the more traditional approach
of mentoring. The relationship is one-on-one and hierarchical, aiming at socializing the
protege into the organizational culture (Haring, 1999).

The generative mentoring cultures theory (Ponce et al., 2005) argues that the
acquisition of expertise is an ongoing lifelong activity that involves the understanding
and transformation of experiences in an increasingly widening array of life situations.
Activities, for example, could range from interpersonal interactions between more- and
less-experienced individuals, to greater degrees of resource sharing, heightened
advocacy, and frequent use of formative feedback that focuses on goal-oriented career
support and psychosocial nurturance (Ponce et al., 2005).

The dyad of support and challenge is suggested for studying the dynamics of
mentoring relationships (Daloz, 1986) so that some kind of connection is established
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between different mentoring outcomes and the combination of different amounts of
support and challenge (Daloz, 1986).

Now instead of contributing to the descriptive study of constructive mentoring
relationships, the purpose of the relational health indexes - mentor model (Liang et al.,
2002) is designed to assess mentoring relationships involving female proteges. The
rationale behind the theory is that an ongoing, growth-fostering relationship or
connection is critical to women's development (Miller & Stiver; Surrey; as cited in Liang
et al., 2002) and these growth-fostering components include mutual engagement,
authenticity, and empowerment (Jordan; Miller & Stiver, as cited in Liang et al., 2002).

Theories from Other Fields of Study

Theories to be introduced in this section include the parenting model (Forehand,
2008), leader-member exchange theory, organizational citizenship behavior, social
support, and socialization model (McManus & Russell, 1997).

Parenting studies have identified four types of parenting styles, namely,
authoritative parenting, authoritarian parenting, permissive parenting, and neglecting
parenting. While authoritative parenting is characterized by high levels of parental
affection and behavioral supervision, authoritarian parenting is associated with low
levels of affection and high levels of behavioral control or discipline. High levels of
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parental affection and low levels of behavioral control represent permissive parenting.
Low levels of parental care and behavioral control characterize neglecting parenting. A
child's development is influenced by multiple systems of peers, schools, neighborhoods,
and culture. Parenting and child behavior were conceived as transactional, each
influencing the other. According to Forehand (2008), mentoring relationships can be
characterized as 'academic mentoring' in which the mentor works together with the
protege to support the personal and professional growth of the latter.

Leader-member exchange theory is characterized by its focus on the supervisorsubordinate relationship (McManus & Russell, 1997). In the relationship subordinates
become either members of the supervisor's in-group having a high quality social
interaction with the supervisor or members of the out-group characterized by formal
work role exchanges. The leader-member exchange is a role negotiating process during
which the subordinate and the supervisor interact to establish the subordinate's
working relationship with the supervisor. Both mentoring and leader-member exchange
involve a developmental relationship between a senior and a junior member of an
organization (McManus & Russell, 1997).

Informal mentoring can also be characterized as one form of citizenship behavior
in that the mentors provide assistance to proteges without mandate or compensation of
such behavior by the organization (McManus & Russell, 1997). Understanding why
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people engage in citizenship behaviors could shed light on individual reasons to mentor
others (McManus & Russell, 1997).

In this context social support refers to a beneficial interpersonal relationship
helpful in preventing or reducing stress for individuals or assisting individuals to cope
with stress (House, as cited in McManus & Russell, 1997). The four types of identified
social support are emotional support, appraisal support, information support and
instrumental support. Emotional support is provided by listening and showing esteem,
trust, and concern. Appraisal support consists of providing affirmation, feedback, and
social comparison. Informational support includes offering advice, suggestion, directives,
and information. Instrumental support comes in more concrete forms such as aid-inkind, money, time, labor, as well as modifying environment.

Organizational socialization typically consists of three major phases which
include the anticipatory phase, the encounter phase, and the change and acquisition
phase (McManus & Russell, 1997). The anticipatory phase refers to an individual's
learning about an organization from recruitment efforts, the organization's reputation,
and job previews before he or she becomes an employee. The encounter phase is the
direct experience of learning about the organization after becoming an employee. The
change and acquisition phase indicates adjustment to the work group's values and
norms and mastering important skills and roles. Again mentoring can be one beneficial
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career development tool organizations use to socialize newcomers or transferred
employees to the necessary norms and rules of an organization (McManus & Russell,

1997).
The Cloning Model, the Nurturing Model, the Friendship Model, and the Apprenticeship
Model
In the cloning model the mentor seeks to make a duplicate copy of him or herself
using a top-down approach (Buell, 2004). This type of relationship is usually
characterized by power and the mentor's tendency to control. Emphasis is placed on the
mentor and it may result in a fear-based relationship. The nurturing model represents a
mentoring style in which the mentor provides a function similar to that of a parent
figure (Buell, 2004). By creating a safe and open environment for the protege to both
learn and try things on his or her own, the mentor expects the protege to become an
independent and creative person who can function on his or her own once the
mentoring relationship concludes. In the nurturing model the emphasis is on the
protege. The friendship model represents a more democratic effort. In this relationship,
the mentor and the protege view each other as peers. High accessibility of the mentor
on both formal and informal occasions and reciprocity are t w o important features of
this relationship (Buell, 2004). And honesty is practiced as the best communication style.
The apprentice model is instrumental or functional at the core (Buell, 2004). In this
relationship the mentor serves as someone whose function is restricted to the reading
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of papers and the guiding of career skill acquisition. Professional development of the
protege is the sole focus of this type of relationship (Buell, 2004).

Confirming Mentoring

Confirming mentoring is a dynamic process built on mutual trust and agreement
and is characterized by four phases, that is, Sympathy (S), Acceptance (A),
Understanding (U), and Competence (C) (Ronston et al., 2005). The S phase involves
expressing sympathy and getting the protege involved. The A phase is indicated by the
acceptance of the protege and the exercise of influence on the protege. The U phase
indicates the protege's acquisition of understanding and individualization. The C phase
is marked by the demonstration of the acquired competence. The aim of confirming
mentoring is to strengthen the protege's personal and professional competence
(Ronston et al., 2005).

The Human Becoming Perspective

In a human becoming approach individuals are believed to be indivisible,
unpredictable, and ever-changing (Parse, as cited in Carroll, 2004) and mentoring is
viewed as "a process of being with another and coming to know rather than focusing on
a preordained outcome" (Parse, as cited in Carroll, 2004, p.). Therefore mentoring
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moments are described (Parse, as cited in Carroll, 2004) as the co-creation of meaning
with others in various situations.

Hunt and Michaers Framework

Hunt and Michael's framework was developed to provide a model for the future
study of mentorship (Hunt & Michael, 1983). The framework consists of the context of
mentoring, mentor and protege characteristics, stages of the mentoring process, and
mentoring outcomes. While mentor and protege characteristics, mentoring stages, and
mentoring outcomes in Hunt and Michael's framework (1983) are not very different
from what we have already discussed in this study, mentoring context encompasses
such factors as organizational characteristics, occupations, as well as interpersonal
relationship between mentors and other members of the organization (Hunt & Michael,
1983). Mentorship varies by organizational culture (Hunt & Michael, 1983).

Weidman, Twale, & Stein's Graduate Socialization Framework

Weidman et al.'s graduate socialization framework "illustrates the nonlinear,
dynamic nature of professional socialization and the elements that promote identity
with and commitment to professional roles" (Weidman et al., 2001, p.37). In this
framework, the socialization experience in the graduate degree program represents the
core experience in the socialization process. This core process encompasses the
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institutional culture of the university, socialization processes of interaction, integration,
and learning, as well as the core elements of socialization, namely knowledge
acquisition, investment, and involvement. To translate it into practice, graduate
students enroll in a graduate academic program, experience the culture of this program
as well as that of the institution and are at the same time socialized into the chosen
professional fields through their learning and interaction with both faculty and peers.
During this process, "graduate students acquire new knowledge, become involved in the
life of their academic programs and career fields, experience the peer climate, and
invest in developing the capacities necessary to become professional practitioners in
their chosen areas" (Weidman et al., 2001, p.38).

Surrounding the central process are four other socialization components of
graduate students that include prospective students together with their backgrounds
and predispositions, professional communities consisting of practitioners and
associations, personal communities composed of family friends and employers, and
novice professional practitioners. In this context, for example, background may refer to
factors such as undergraduate education, ethnicity, race, gender, and sexual orientation
(Weidman et al., 2001, p. 38). Predispositions may include values, beliefs, career
aspirations, and learning styles (Weidman et al., 2001, p.38). The relationship among
these components is interactive and nonlinear. These components interact with the
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central elements of the graduate students' educational experience in the program and
produce varying degrees of influence upon the graduate students. In other words,
graduate student identity and role commitment development in the program are
achieved through experiences with both formal and informal aspects of university
culture as well as personal and professional reference groups outside the academic
setting.

Summary

From the above discussion we can see that since the 1970s mentoring practice
and research have continued their rapid growth in popularity in business, medicine,
psychology, management, and education. More formal mentoring programs have been
designed and promoted by an increasing number of institutions; more in-depth study of
the mentoring context in terms of organizational culture and diversity has been
undertaken. The study of proteges has been expanded to include underrepresented,
disadvantaged organizational members or unemployed groups. Mentoring behaviors are
under closer scrutiny, and so are various aspects of the mentoring relationships.
Theories from other fields of study have been introduced for better understanding of
mentoring.
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But mentoring studies are limited in several important dimensions. First we have
no clear idea about the extent to which mentoring activities are happening in a given
area. A good example is the study of mentoring in academic programs. We know that
doctoral programs are where mentoring is supposed to find its primary uses in
education. There is already sufficient documentation of the benefits for the protege's
professional and personal development at this level. But so far no clear indication
whatsoever is offered showing the level of mentoring activities taking place in doctoral
programs, not to mention the assessment of mentoring activities happening at other
levels of educational programs.

Second, there is marked difference in terms of effects produced by informal and
formal mentoring programs. In comparative studies, formal mentoring programs are
found to be effective but not quite as effective as informal mentoring programs (Hunt,
1986; Provident, 2005). But there is no clear answer as to what may have caused the
difference although it is somehow suggested that this may have something to do with
the way mentoring relationships are initiated (Ragins & Cotton, 1999; Turban &
Dougherty, 1994).

Third, theoretical constraint of mentoring study is obvious. As can be seen from
the section discussing mentoring theories and models, the study of mentoring theories
has closely followed the framework developed by Hunt and Michael (1983). Regardless
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of the disciplinary field involved in the study of mentoring, the focus has been invariably
on either the mentoring context, mentoring stages, mentor-protege characteristics,
organizational characteristics, mentoring behaviors, or mentoring outcomes as outlined
by Hunt and Michael's framework. This is not to suggest that there is anything wrong
with the studies but that the study of mentoring begins to appear superficial and lacking
in theoretical insight. An explicit discussion regarding the nature of mentoring seems
highly warranted judging by the progress made by mentoring studies.

Therefore, this study would be explorative in nature. That is, it will go back to the
study of informal mentoring relationships and examine its functioning at a seriously
neglected level of educational programs, namely, master's degree programs. Specifically
this study will find out how much informal mentoring is happening in master's degree
programs in a regional university, how the mentoring relationship has happened, and
what the perceived benefits are. This study is explorative also in the sense that
Weidman et al.'s graduate student socialization theory (2001) is introduced to shed light
on the study of the nature of mentoring so as to better guide our study and use of
mentoring in educational programs.
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CHAPTER 3
METHODOLOGY
Introduction
As indicated in the literature review mentoring studies in higher education are
mainly limited to graduate programs or junior faculty (Green & Bauer, 1995; OrtizWalters & Gilson, 2005; Paglis, Green, & Bauer, 2006; Rose, 2003; Sorcinelli & Yun Jung,
2007; Tenenbaum, Crosby, & Gliner, 2001; Waitzkin, Yager, & Parker, 2006). At the
graduate level, the focus of study is almost exclusively on candidates in doctoral
programs in terms of their professional development (Biglow & Johnson, 2001; Girves et
al., 2005; Hesli et al., 2003; Johnson, 2002; Pontius & Harper, 2006; Rheineck & Roland,
2008; Winteler, 1981). In the case of junior faculty, the stated goal is to support and
assist the career development of new faculty members (Sorcinelli & Yun Jung, 2007).

Limited studies of mentoring at the master's level are closely related to the
training of teachers as facilitated by the use of mentoring (Gschwend & Moir, 2007;
Jeanpiene & Lewis, 2007). Otherwise mentoring study at the master's program levels is
largely neglected.

At the same time comparative studies of informal and formal mentoring suggest
that formal mentoring programs are not as effective as informal mentoring in facilitating
protege development (Hunt, 1986; Provident, 2005).
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Therefore, the purpose of this study was to examine mentoring at the master's
degree program level to find out the degree to which informal faculty mentoring existed,
the dynamics behind the relationship as well as the impact the relationship produces
upon the proteges. This chapter would present the study design and rationale, the
development of the survey instrument, the different phases of study, and data
collection and analysis.

Study Design and Rationale

More specifically the aim of the study was to utilize mentoring research findings
in doctoral programs and other contexts to guide the study of informal faculty
mentoring at the master's degree program level in terms of mentoring activities,
mentoring dynamics, and the impact of mentoring as perceived by proteges. A mixed
methodology would be adopted for such a purpose. This approach was based on
previous mentoring studies and will be conducted in two phases: (a) pilot study and (b)
survey.

Pilot study was used because similar studies at the master's levels were simply
not available in the literature. Another compounding factor was the uncertainty
concerning the extensiveness of informal faculty mentoring activities as defined in the
survey for the purpose of this study. Since the major research instrument was adapted
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from one used for mentoring studies in doctoral programs, the researcher considered it
a feasible idea to test the applicability of the instrument. Feedback from the pilot study
would be incorporated to improve the survey where necessary before it was delivered
to the targeted population of study.

The complete Informal Faculty Mentoring Activity and Dynamics Survey
consisted of five sections. Question 1 (section 1) was used to confirm consent from the
research participants. Questions 2-4 (section 2) was to collect data concerning students'
experienced mentoring activities and the perceived impact. The third section consisted
of questions 5-6 investigating how their experienced mentoring relationships had
happened. Section 4 consisted of questions 7-8 that gathered qualitative data regarding
both mentoring activities and impact and mentoring dynamics. Questions 9-18
constituted section 5 that collected generic demographic information about the
research participants. The decision to use the format of a survey was based primarily on
the many quality studies done regarding protege characteristics (Pontius & Harper, 2006;
Provident, 2005; Young & Wright, 2001) and mentoring activities in the academic setting
(Fogg, 2003; Noe, 1988; Rose, 2003).

While protege characteristics and mentoring activities have been well delineated
in the seminal studies of Kram (1983, 1985), Noe (1988), Rose (2003), and others, the
study of mentoring dynamics has not. Hence, such qualitative measures as open-ended
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questions were utilized for gaining "new insights" into the initiation of mentoring
relationships (Leedy & Ormrod, 2005, p.134). The following section would offer a
detailed description of the chosen research methodology, including the development of
the survey instrument, pilot study, the selection of participants, and data collection and
analysis.

Informal Faculty Mentoring Activity and Dynamics Survey

As previously mentioned in this chapter, the complete Informal Faculty
Mentoring Activity and Dynamics Survey consisted of five sections. The first section, that
is, question 1 sought agreement from research subjects to participate in the study. The
bulk of the question was an abridged version of the letter of informed consent. In it the
purpose of the study was reiterated, together with the benefits of the study, the use
and reporting of the research findings as well as the rights of the research participants.

Section 2 as composed of questions 2-4 was used for investigating mentoring
behaviors. Items included in this section were adapted from Noe's Mentoring Function
Scale (1988) and Fogg's Academic Mentoring Behavior Scale (2003). These mentoring
activities were then regrouped under three categories, that is, academic, career or
professional, and psychosocial. There were 11 items under each category. Some of the
items were rephrased so that they were more adequate for addressing mentoring

52

activities at the master's degree program level. This mainly entailed changing the focus
of some items from research activities to more inclusive activities. For example, the
original statement of "helping you define your own personal research area" is restated
as "helping you define your own area of interest or research."

The third section of the instrument, i.e. questions 5-6, was gleaned from
literature studying the initiation of mentoring relationships. Though previous studies
have looked at ideal mentor, protege, and organizational characteristics that were
believed to have led to successful mentoring relationships as having been already
presented in Chapter 2, little attention has been paid to the study of factors closely
related to the initiation of mentoring relationships (Turban & Dougherty, 1994). In one
study, Campbell and Campbell (2000) suggested the connection between protege and
mentor needs and the establishment of the relationship. In others (Clark, Harden &
Johnson, 2000; Cronan-Hillix, Gensheimer, Cronan-Hilix & Davidson, 1986) it was
hypothesized that most mentoring relationships in graduate school were initiated by the
protege. But direct study of the initiation factors was scarce and scattered. Initiating
factors that had been examined were shared interests (Biglow & Johnson, 2001;
Johnson & Huwe, 2003; Phillips-Jones, 1983; Redmond, 1990; Waldeck, Orrego, Plax &
Kearney, 1997), admiration (Biglow & Johnson, 2001; Phillips-Jones, 1983), frequent
contact (Johnson, 2002; Redmond, 1990), and job demands (Phillips-Jones, 1983).
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One most direct and relevant study of mentoring relationship initiation
strategies in extant literature was done by Waldeck et al. in 1997. In this study the
authors identified 10 initiation strategies as used by graduate students in locating the
mentor. They were: (1) ensure contact with targeted mentor through frequent exposure,
intentional course enrollment, and prearranged working relationship, (2) search for
similar interests, (3) seek professional and personal counsel from targeted mentor, (4)
appeal to targeted mentor directly, (5) provide work assistance, (6) present a competent
self, (7) assume it will just happen, (8) concede control through program assignment and
faculty solicitation, (9) venerate the targeted mentor, and (10) disclose personal self.

These findings constituted the base on which the third section of the instrument
was formulated. One difference that is worthy of note here is that the current
researcher does not share the idea that all mentoring relationships or the majority of
them were started by students. Though only student perception was solicited in this
study, section 3 placed more emphasis on the descriptions of the manner in which
students thought their experienced mentoring relationship had happened. All selected
factors were put under two broad categories, namely, situational factors and personal
characteristics. Listed under situational factors were continuation, extension, or result
of classroom interaction, teaching assistantship, research assistantship, practicum or
internship with a faculty member, serving together with faculty member on professional
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committee, frequent casual and informal encounter, departmental faculty student
gatherings, and other. Under personal characteristics, there were respect for faculty
member, similar research interest, mutual respect between faculty member and student,
student's ability to perform, student dedication to the professional career, student's
affective commitment to the program and the area of study, problems student was
having while enrolled in the program of study, student intentionally seeking mentorship,
and other.

Section 4 as encompassing questions 7-8 collected qualitative data with two
open-ended questions. While one dealt with the importance of the informal mentoring
activities as experienced by the research participants the other was related to how the
research participants believed that their experienced mentoring behaviors had
happened. The decision to include two open-ended questions in the instrument was to a
large extent influenced by the limited amount of research being done and the
explorative nature of the study.

Section 5, that is, questions 9-18 was included for two reasons. Though explicit
use of protege characteristics was not anticipated for this study previous research have
found them relevant to received mentoring functions or mentoring outcomes (Baugh,
Lankau, & Scandura, 1996; Noe, 1988; Ragins & McFarlin, 1990; Sosik & Godshalk, 2000,
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etc.) with the possibility of shedding light on the later interpretation of research results
and findings.

Another reason for including the demographics section was that the author
wanted to avoid giving the research subjects the impression that received mentoring
activities and the initiation of mentoring relationships were alienated from important or
relevant protege characteristics.

Demographic information collected in section 5 included enrollment status,
gender, race/ethnicity, age, year in the program, previous mentoring experiences,
previous professional experiences, and declared career or professional goals. Each of
them represented a number of relevant studies on that particular characteristic or a
combination of characteristics. Study of gender in mentoring relationships was a good
example. Among the many researches of gender in the mentoring context some found
that gender was related to received mentoring functions provided by the mentor (Burke,
McKeen & McKenna, 1990; Koberg, Boss & Goldman, 1998; Liang et al., 2002; Ragins &
McFarlin, 1990; Sosik & Godshalk, 2000). Others reported varying mentoring outcomes
relating to gender (Baugh et al., 1996; Noe, 1988; Turban & Dougherty, 1994). There
were also researches reporting no role for gender in the mentoring relationships
(Dreher & Ash, 1990; Ensher & Murphy, 1997; Fagenson, 1989).
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The Pilot Study

As stated above the purpose of the pilot study was to validate the instrument for
the informal faculty mentoring activities and dynamics. For this same purpose, however,
another group of the graduate student population, that is, doctoral students from the
college of education was targeted. IRB approval and approval from the college of
education were obtained prior to the delivery of the instrument through
surveymonkey.com. The survey was electronically distributed to the participants
through the doctoral students' listserv for the college of education. The only variant
question added to the actual survey instrument came after question 7 which was
"Please provide a brief comment on the appropriateness and comprehensiveness of
questions 1-7." As indicated in the statement this question aimed at soliciting feedback
regarding the appropriateness of the instrument. Changes would be incorporated into
the instrument if so it was indicated in the pilot study.

Research Participants

Selection of Pilot Study Participants

After the IRB approval and the approval of the College of Education, all doctoral
students from the college of education were targeted. They were reached by
recruitment emails through the college's doctoral student listserv. Then the first
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question of the instrument for the pilot study asked again for their informed consent to
participate in study before they proceeded to actually taking the survey. The
recruitment email and the first question of the pilot study instrument contained
identical information, that is, the purpose of the study, types of information to be
collected, use of the information, rights and benefits for the research participants. Two
reminder emails were sent in the following two weeks after the initial email in the first
week.

Selection of Survey Participants

All current master's degree students at a Midwest university were targeted as
survey participants on a voluntary basis. No other criteria were initially used for the
selection process. The instrument was delivered via the University's student information
system following dissertation committee approval, IRB approval, the approval of the
Registrar's Office and Information Technology Services (ITS in short).

Two weeks after the delivery of the survey instrument via the student
information system, supplemental IRB applications were submitted and approved
adding a second venue of class visits. The reason for the change was due to a very low
response rate of 1% in the first two weeks. The second recruitment effort started with a
list of all master's classes as obtained from the Registrar's Office. Individual professors
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were then contacted using IRB approved recruitment emails and letters of informed
consent. Classes were chosen based on the availability of the classes and the
researcher's schedule. Class visits usually happened at the beginning or end of the
classes or during class breaks. During class visits, a short note was provided to the
students enumerating ways of access to the survey in addition to the reading of an IRB
approved recruitment letter. This face-to-face recruitment lasted a little over two weeks
and contributed to the gross response rate of over 20% and a valid response rate of
15.6%.

Data Collection and Analysis

Data from the pilot study was electronically collected through paid services
provided by survey monkey. Results including numerical and summary of texts were
downloaded at the conclusion of the survey and saved in excel spreadsheets. Data from
the actual survey were gathered on the designated survey end date. The results were
available in both pdf and excel formats and could be viewed collectively and by
respondents. The analysis was conducted exclusively by the researcher himself utilizing
his expertise working as a part-time institutional research analyst for the past four years.
The numerical data was first cleaned removing invalid responses, that is, responses
without data responding to the research questions and then exported to SPSS for
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statistical analysis by applying the descriptive functions. This method applied to both
the pilot study and the actual study.

Coding of the Summaries

Text data from both the pilot study and the actual survey were coded into
specific categories or code phrases describing a specific topic or theme. This was
approached by the researcher repetitively reading the summaries until he was satisfied
with the emerging themes or categories.

Analysis of the Data

When the numerical data was cleaned and the text data were coded into
numbers, they were then exported into SPSS for statistical analysis using the descriptive
functions of the software. The constant comparative method (Glaser & Strauss, 1967) of
data interpretation and analysis will be used to guide the process.
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CHAPTER 4
RESULTS
Research Participants
Response Rate

This research targeted the entire graduate student population (master's level)
currently enrolled at a Midwestern public university including professional programs,
full-time and part-time students, students living on or around campus, students who
commute, students receiving instructions on campus, online and via ICN (Iowa
Communications Network). Out of a population of 1072, 21.8% responded including
those who completed the survey in its entirety or in part (168) and those who agreed to
participate but didn't continue to answer the questions in the survey (66). The valid
response rate therefore, is 15.7% or 168 in number.

Below is a specific breakdown of the survey respondents in two tables. One is a
look at such aspects as gender, age, ethnicity, enrollment status, year in the program,
and manner of instruction while the other targets respondents' previous experiences in
mentoring, professional career or professional goals.

Overall the respondents are reflective of the entire graduate student population
in terms of age, gender, as well as full-time and part-time status.
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Gender, Age, Ethnicity, Enrollment Status, Year in the Program, and Manner of
Instruction
In terms of gender, more than two thirds or 72.9% of the respondents are
females and 27.1% are males. In response to the question of age, 41.8% of the 165
respondents (69) indicated their age as ranging from 21 to 25, 36.4% from 26 to 35 and
17% older than 40 (Table 1).

In responding to the inquiry of ethnicity, 82.2% out of 163 respondents identified
themselves as white. The second largest group of respondents is Asians that consist of
6.1% of the respondents. However, there are no representations of Native Americans
and Hawaiian or Pacific Islanders (Table 1).

Out of 168 responses to the enrollment status question and the manner of
instruction question, 73.2% were found to be full-timers and 26.8% were part-timers;
over 70% of the respondents reported to be receiving instruction on campus, 10% via
distance education, and about 15% through a combination of distance education and
face-to-face education. In answering the question of how far they were in their
respective programs, more than 40% of the 166 respondents said that they were in their
first year, another 40+% in their second year and over 10% beyond two years (Table 1).
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Table 1
Respondent Demographics
Respondent Characteristics

Number

Percent

Male

45

27.1

Female

121

72.9

21-25

69

41.8

26-36

60

36.4

36-40

8

4.8

Older than 40

28

17

Asian

10

6.1

African American

5

3.1

Hispanic

3

1.8

White

134

82.2

2 or More Races

3

1.8

Race/Ethnicity Unknown

1

0.6

Non Resident Alien

7

4.3

Full-Time

123

73.2

Part-Time

45

26.8

On Campus

125

74.4

Distance Education

17

10.1

Both

26

15.5

First Year

71

42.8

Second Year

74

44.6

Beyond Second Year

21

12.7

Gender

Age

Race/Ethnicity

Enrollment Status

Manner of Instruction

Year in the Program
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Career Goals, Previous Mentoring and Professional Experiences

In response to the question of whether they have had previous mentoring
experiences similar to those described at the beginning of the survey, a little over half of
the survey completers indicated "Yes" and slightly less than half of the respondents
indicated " N o " (Table 2). When asked whether they have had previous professional
experiences, more than t w o thirds answered in the affirmative and less than 30% in the
negative (Table 2). When inquired about whether they have specific career or
professional goals before their enrollment in the graduate program, about 88% said yes
and 12% said no (Table 2).

Table 2
Previous Mentoring

and Professional Experiences and Career or Professional Goal

Mentoring Experiences

No

Yes

Professional Experiences

Career or Professional Goal

Yes

Yes

No

No

No

%

No

%

No

%

No

%

No

%

No

%

85

50.9

82

49.1

119

70.8

49

29.2

148

88.1

20

11.9

Starting from the following section, survey results will be reported in relation to
the research questions in the number of informal faculty mentoring activities
experienced, the impact produced by these experienced activities and how these
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experiences have happened. These results will be presented in the order in which they
appear in the survey instrument. The first part of the results, therefore, will touch upon
both experienced informal faculty mentoring activities and their impact in three
dimensions, namely, the academic, career or professional, as well as the psychosocial
aspects of experienced mentoring relationship. The second part will in turn deal with
the dynamics of the experienced informal faculty mentoring activities to inquire what
the respondents think have triggered these experienced informal faculty mentoring
activities. After that come the results of the overall satisfaction section which is
designed to verify and help shed further light on the impact of the experienced informal
faculty mentoring activities. In the same design, the final section of suggestions is used
to triangulate and solicit more insight into the dynamics of informal faculty mentoring
relationships.

However, the results of the experienced informal faculty mentoring activities
and their impact will be presented in separate tables to prepare for more in-depth
discussion of the results in Chapter 5. For the same reason, the impact of these
experienced informal faculty mentoring activities will be separately presented by the
degree of impact as listed in the survey, namely, they are presented by their degree of
helpfulness ranging from "very helpful," "somewhat helpful," "very helpful and
somewhat helpful" to "not at all helpful" as reported or perceived by the respondents.
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The rationale for a combined report of the "very helpful" and the "somewhat helpful"
results is to demonstrate the general positive impact of the experienced informal faculty
mentoring activities.

Therefore, in reporting the results of the experienced informal faculty mentoring
activities and their impact in the academic, career or professional, and psychosocial
areas, the experienced informal faculty mentoring activities will be first presented
followed by their perceived helpfulness ranging from "very helpful," "somewhat helpful,"
"very helpful and somewhat helpful" to "not at all helpful" all accompanied by
corresponding tables.

Experienced Informal Faculty Mentoring Activities and Impact

Under this section, we will be dealing respectively with experienced informal
faculty mentoring activities and their impact in the academic, career or professional, as
well as the psychosocial dimensions.

Experienced Informal Faculty Mentoring Activities and Impact - Academic

In the area of academic development informal faculty mentoring activities that
are reported to be experienced by more than 80% of the survey respondents include
"being aware of your current classes and class projects," "giving you assignments that
present opportunities to learn new skills," "providing you with support and feedback
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regarding your performance in the program," "meeting regularly with you to discuss
academic and / or non-academic issues," and "providing you with assistance in
designing a program of study." (Table 3)

Table 3
Experienced Informal Faculty Mentoring Activities - Academic
Informal Faculty Mentoring Activities-Academic

No. Reporting
Such
Experiences

% Reporting
Such
Experiences

Being aware of your current classes and class projects

151

90.4%

Giving you assignments that present opportunities to learn new skills

150

89.8%

Providing you with support and feedback regarding your
performance in the program

142

85.0%

Meeting regularly with you to discuss academic and/or nonacademic issues

139

83.2%

Providing you with assistance in designing a program of study

137

82.0%

Suggesting specific strategies for accomplishing research or academic
objectives

131

78.4%

Supporting your views on or approach to research

120

71.9%

Encouraging you to try new approaches to research/application in
your program

119

71.3%

Helping you define your own personal research area

115

68.9%

Helping you finish assignments/task or meet deadlines that would be
difficulty to complete

114

68.3%

Giving you feedback regarding your performance as a researcher

108

64.7%
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However, examination of the impact of these reported informal faculty
mentoring activities in the academic dimension presents a different order of such
activities. In fact, there is only one informal faculty mentoring activity in the academic
area that is considered to be "very helpful" by over 60% of the respondents which is
"giving you assignments that present opportunities to learn new skills." Other activities
that are reported by over 50% of the respondents to be "very helpful" are "providing
you with support and feedback regarding your performance in the program," and
"providing you with assistance in designing a program of study," and "giving you
feedback regarding your performance as a researcher," "being aware of your current
classes and class projects," and "suggesting specific strategies for accomplishing
research or academic objectives." (Table 4)

The percentage for informal faculty mentoring activities in the academic area
that are found to be "somewhat helpful" is much lower. The top five activities in this
category are "helping you define your own personal research area," "supporting your
views on or approach to research," "suggesting specific strategies for accomplishing
research or academic objectives," and "being aware of your current classes and class
projects" and "helping you finish assignments/task or meet deadlines that would be
difficult to complete." (Table 5)
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Table 4
"Very Helpful" Informal Faculty Mentoring Activities - Academic
Informal Faculty Mentoring Activities -Academic

% Reporting
Experiences
as "Very
Helpful"

Giving you assignments that present opportunities to learn new skills

60.0%

Providing you with support and feedback regarding your performance
in the program

54.2%

Providing you with assistance in designing a program of study

54.0%

Giving you feedback regarding your performance as a researcher

53.7%

Being aware of your current classes and class projects

53.6%

Suggesting specific strategies for accomplishing research or academic
objectives

51.1%

Encouraging you to try new approaches to research/application in
your program

48.7%

Supporting your views on or approach to research

44.2%

Meeting regularly with you to discuss academic and/or non-academic
issues

43.2%

Helping you finish assignments/task or meet deadlines that would be
difficulty to complete

43.0%

Helping you define your own personal research area

40.9%
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Table 5
"Somewhat Helpful" Informal Faculty Mentoring Activities - Academic
Informal Faculty Mentoring Activities -Academic

% Reporting
Experiences
as "Somewhat
Helpful"

Helping you define your o w n personal research area

46.1%

Supporting your views on or approach t o research

44.2%

Suggesting specific strategies for accomplishing research or academic
objectives

38.2%

Being aware of your current classes and class projects

37.7%

Helping you finish assignments/task or meet deadlines that would be
difficulty t o complete

35.1%

Encouraging you to try new approaches t o research/application in
your program

32.8%

Providing you with support and feedback regarding your performance
in the program

31.7%

Meeting regularly with you to discuss academic and/or non-academic
issues

30.9%

Giving you assignments that present opportunities t o learn new skills

30.7%

Providing you with assistance in designing a program of study

27.7%

Giving you feedback regarding your performance as a researcher

26.9%

But the decision to take a look at the informal faculty mentoring activities that
are reported to be helpful including those found to be "very helpful" and those to be
"somewhat helpful" offers one more variant set of activities in the academic area. Such
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informal faculty mentoring activities reported by over 85% of the respondents are
"being aware of your current classes and class projects," "giving you assignments that
present opportunities to learn new skills," "suggesting specific strategies for
accomplishing research or academic objectives," "supporting your views on or approach
to research," and "helping you define your own personal research area," and "providing
you with support and feedback regarding your performance in the program." (Table 6)

In terms of informal faculty mentoring experiences in the academic area that are
found to be "not at all helpful," we find only one informal faculty mentoring activity that
is reported to be "not at all helpful" by over 6% of the respondents. This is "meeting
regularly with you to discuss academic and/or non-academic objectives." (Table 7)
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Table 6
'Very Helpful" and "Somewhat Helpful" Informal Faculty Mentoring Activities Academic
Informal Faculty Mentoring Activities - Academic

% Reporting
Experiences as
"Very Helpful"
& "Somewhat
Helpful"

Being aware of your current classes and class projects

91.4%

Giving you assignments that present opportunities to learn new skills

90.7%

Suggesting specific strategies for accomplishing research or
academic objectives

89.3%

Supporting your views on or approach to research

88.3%

Helping you define your own personal research area

87.0%

Providing you with support and feedback regarding your
performance in the program

85.9%

Providing you with assistance in designing a program of study

81.8%

Encouraging you to try new approaches to research/application in
your program

81.5%

Giving you feedback regarding your performance as a researcher

80.6%

Helping you finish assignments/task or meet deadlines that would
be difficulty to complete

78.1%

Meeting regularly with you to discuss academic and/or nonacademic issues

74.1%
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Table 7
"Not At All Helpful" Informal Faculty Mentoring Activities - Academic
Informal Faculty Mentoring Activities - A c a d e m i c

No.
Reporting
Such
Experiences

% Reporting
Such
Experiences

Being aware of your current classes and class projects

2

1.2%

Giving you assignments that present opportunities to
learn new skills

4

2.4%

Providing you with support and feedback regarding your
performance in the program

5

3.0%

Meeting regularly with you to discuss academic and/or
non-academic issues

11

6.6%

Providing you with assistance in designing a program of
study

4

2.4%

Suggesting specific strategies for accomplishing research
or academic objectives

5

3.0%

Supporting your views on or approach to research

2

1.2%

Encouraging you to try new approaches to
research/application in your

4

2.4%

Helping you define your own personal research area

2

1.2%

Helping you finish assignments/task or meet deadlines
that would be difficulty to complete

8

4.8%

Giving you feedback regarding your performance as a
researcher

6

3.6%

program
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Experienced Informal Faculty Mentoring Activities and Impact - Career or Professional

More informal faculty mentoring activities are reported by a high percentage of
respondents (over 80%) in regards to their career or professional development. They are
respectively "providing a clear understanding of his/her expectations of you," "sharing
the history of his/her career with you/' "giving you assignments or tasks that prepare
you for a professional career," "encouraging your career aspirations," "informing you
about opportunities for internships, conferences, and/or appointments," "helping you
to meet new colleagues," and "supporting your attitudes and work values." (Table 8)

Among these experienced informal faculty mentoring activities in the area of
career or professional development, three are reported to be "very helpful" by over 60%
of respondents answering this particular question outnumbering activities reported to
be "very helpful" in the academic area. They are "encouraging your career aspirations,"
"supporting your attitudes and work values," and "giving you assignments or tasks that
prepare you for a professional career." (Table 9)
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Table 8
Experienced Informal Faculty Mentoring Activities - Career or Professional
Informal Faculty Mentoring Activities - Career or
professional

No.
Reporting
Such
Experiences

% Reporting
Such
Experiences

Providing a clear understanding of his/her expectations
of you

151

90.4%

Sharing the history of his/her career with you

147

88.0%

Giving you assignments or tasks that prepare you for a
professional career

145

86.8%

Encouraging your career aspirations

143

85.6%

Informing you about opportunities for internships,
conferences, and/or appointments

142

85.0%

Helping you to meet new colleagues

141

84.4%

Supporting your attitudes and work values

140

83.8%

Suggesting specific strategies for achieving research or
academic objectives

135

80.8%

Discussing your questions or concerns regarding
work/family conflicts

119

71.3%

Providing opportunities or assignments that allow you to
interact with other professors at or outside your
university

111

66.5%

Nominating you for awards, assistantships, or
assignments

106

63.5%
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Table 9
"Very Helpful" Informal Faculty Mentoring Activities - Career or Professional
Informal Faculty Mentoring Activities - Career or professional

% Reporting
Experiences
as "Very
Helpful"

Encouraging your career aspirations

65.7%

Supporting your attitudes and work values

61.4%

Giving you assignments or tasks that prepare you for a professional
career

60.0%

Informing you about opportunities for internships, conferences,
and/or appointments

57.0%

Providing a clear understanding of his/her expectations of you

55.0%

Sharing the history of his/her career with you

54.4%

Nominating you for awards, assistantships, or assignments

51.9%

Suggesting specific strategies for achieving research or academic
objectives

50.4%

Providing opportunities or assignments that allow you to interact with
other professors at or outside your university

45.9%

Discussing your questions or concerns regarding work/family conflicts

43.7%

Helping you to meet new colleagues

41.1%

But there is only one informal faculty mentoring activity that is perceived as
"somewhat helpful" by over 35% of the respondents which is "helping you to meet new
colleagues." (Table 10)
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Table 10
"Somewhat Helpful" Informal Faculty Mentoring Activities - Career or Professional
Informal Faculty Mentoring Activities - Career or professional

% Reporting
Experiences
as
"Somewhat
Helpful"

Helping you to meet new colleagues

36.9%

Discussing your questions or concerns regarding work/family conflicts

34.5%

Sharing the history of his/her career with you

33.3%

Suggesting specific strategies for achieving research or academic
objectives

33.3%

Providing a clear understanding of his/her expectations of you

31.8%

Giving you assignments or tasks that prepare you for a professional
career

31.7%

Supporting your attitudes and work values

30.0%

Providing opportunities or assignments that allow you to interact
with other professors at or outside your university

28.8%

Informing you about opportunities for internships, conferences,
and/or appointments

28.2%

Encouraging your career aspirations

23.8%

Nominating you for awards, assistantships, or assignments

20.8%

When the informal faculty mentoring activities that are found to be "very helpful"
and "somewhat helpful" in the career or professional area are combined, the top five
list includes "giving you assignments or tasks that prepare you for a professional career,"
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"supporting your attitudes and work values," "encouraging your career aspirations,"
"sharing the history of his/her career with you," and "providing a clear understanding of
his/her expectations of you." (Table 11)

Table 11
"Very Helpful" and "Somewhat Helpful" Informal Faculty Mentoring Activities - Career
or Professional
Informal Faculty Mentoring Activities-Career or professional

% Reporting
Experiences
as "Very
Helpful" &
"Somewhat
Helpful"

Giving you assignments or tasks that prepare you for a professional career

91.7%

Supporting your attitudes and work values

91.4%

Encouraging your career aspirations

89.5%

Sharing the history of his/her career with you

87.8%

Providing a clear understanding of his/her expectations of you

86.8%

Informing you about opportunities for internships, conferences, and/or
appointments

85.2%

Suggesting specific strategies for achieving research or academic objectives

83.7%

Discussing your questions or concerns regarding work/family conflicts

78.2%

Helping you to meet new colleagues

78.0%

Providing opportunities or assignments that allow you to interact with other
professors at or outside your university

74.8%

Nominating you for awards, assistantships, or assignments

72.6%
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"Not at all helpful" informal faculty mentoring activities in the career or
professional area that are reported by over 6% respondents are "nominating you for
awards, assistantships, or assignments," "discussing your questions or concerns
regarding work/family conflicts," "informing you about opportunities for internships,
conferences, and/or appointments," and "helping you to meet new colleagues." (Table
12)

Experienced Informal Mentoring Activities and Impact- Psychosocial

Out of the third 11 informal faculty mentoring activities that address the
psychosocial aspects of student development, the most experienced top five activities
are respectively "demonstrating good listening skills during your conversations,"
"conveying feelings of respect for you as an individual," "encouraging you to prepare for
the completion of your degree," "discussing your questions or concerns regarding
feelings of competence, commitment, and/or advancement in the program," and
"sharing personal experiences to help you understand or solve your problems." (Table
13)
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Table 12
"Not At All Helpful" Informal Faculty Mentoring Activities - Career or Professional
Informal Faculty Mentoring Activities - Career or
professional

No.
Reporting
Such
Experiences

% Reporting
Such
Experiences

Nominating you for awards, assistantships, or
assignments

16

9.6%

Discussing your questions or concerns regarding
work/family conflicts

12

7.2%

Informing you about opportunities for internships,
conferences, and/or appointments

11

6.6%

Helping you to meet new colleagues

10

6.0%

Providing opportunities or assignments that allow you to
interact with other professors at or outside your
university

8

4.8%

Providing a clear understanding of his/her expectations
of you

5

3.0%

Encouraging your career aspirations

5

3.0%

Giving you assignments or tasks that prepare you for a
professional career

5

3.0%

Suggesting specific strategies for achieving research or
academic objectives

4

2.4%

Sharing the history of his/her career with you

3

1.8%

Supporting your attitudes and work values

1

0.6%
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Table 13
Experienced Informal Faculty Mentoring Activities - Psychosocial
Informal Faculty Mentoring Activities - Psychosocial

No.
Reporting
Such
Experiences

% Reporting
Such
Experiences

Demonstrating good listening skills during your conversations

155

92.8%

Conveying feelings of respect for you as an individual

153

91.6%

Encouraging you to prepare for the completion of your
degree

148

88.6%

Discussing your questions or concerns regarding feelings of
competence, commitment, and/or advancement in the
program

141

84.4%

Sharing personal experiences t o help you understand or solve
your problems

139

83.2%

Giving you credit for positive accomplishments

137

82.0%

Conveying empathy for the concerns and feelings you have
discussed with him/her

133

79.6%

Publicly confirming your skills and abilities

123

73.7%

Discussing your questions or concerns regarding relationship
with other students and/or faculty

112

67.1%

Reducing unnecessary risks that could threaten the
possibility of graduating from your program

107

64.1%

Inviting you t o join him/her for lunch

81

48.5%

When examined in the light of reported impact on the survey respondents, the
top five informal faculty mentoring activities found to be "very helpful" in the area of
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psychosocial development are "demonstrating good listening skills during your
conversations," "conveying feelings of respect for you as an individual," "giving you
credit for positive accomplishments," "encouraging you to prepare for the completion
of your degree," and "conveying empathy for the concerns and feelings you have
discussed with him/her." (Table 14)

Table 14
"Very Helpful" Informal Faculty Mentoring Activities - Psychosocial
Informal Faculty Mentoring Activities-Psychosocial

% Reporting
Experiences as
"Very Helpful"

Demonstrating good listening skills during your conversations

74 2%

Conveying feelings of respect for you as an individual

70 6%

Giving you credit for positive accomplishments

65 0%

Encouraging you to prepare for the completion of your degree

64 9%

Conveying empathy for the concerns and feelings you have discussed with him/her

58 6%

Reducing unnecessary risks that could threaten the possibility of graduating from
your program

57 9%

Discussing your questions or concerns regarding feelings of competence,
commitment, and/or advancement in the program

57 4%

Sharing personal experiences to help you understand or solve your problems

56 8%

Publicly confirming your skills and abilities

52 8%

Discussing your questions or concerns regarding relationship with other students
and/or faculty

47 3%

Inviting you to join him/her for lunch

37 0%
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Again the list of activities that are believed to be "somewhat helpful" presents a
varying group. Those activities that are reported by over 30% respondents to be
"somewhat helpful" are "discussing your questions or concerns regarding relationships
with other students and/or faculty," "discussing your questions or concerns regarding
feelings of competence, commitment, and/or advancement in the program," and
"publicly confirming your skills and abilities." (Table 15)

Out of the informal faculty mentoring activities in the psychosocial area, the top
five list of activities that are found to be "very helpful" and "somewhat helpful" are as
follows: "demonstrating good listening skills during your conversations," "conveying
feelings of respect for you as an individual," "encouraging you to prepare for the
completion of your degree," "giving you credit for positive accomplishments," and
"discussing your questions or concerns regarding feelings of competence, commitment,
and/or advancement in the program." (Table 16)
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Table 15
"Somewhat Helpful" Informal Faculty Mentoring Activities - Psychosocial
Informal Faculty Mentoring Activities - Psychosocial

% Reporting
Experiences
as
"Somewhat
Helpful"

Demonstrating good listening skills during your conversations

31.3%

Conveying feelings of respect for you as an individual

30.5%

Giving you credit for positive accomplishments

30.1%

Encouraging you to prepare for the completion of your degree

27.3%

Conveying empathy for the concerns and feelings you have discussed
with him/her

27.0%

Reducing unnecessary risks that could threaten the possibility of
graduating from your program

26.3%

Discussing your questions or concerns regarding feelings of
competence, commitment, and/or advancement in the program

24.8%

Sharing personal experiences to help you understand or solve your
problems

23.5%

Publicly confirming your skills and abilities

22.2%

Discussing your questions or concerns regarding relationship with
other students and/or faculty

21.5%

Inviting you to join him/her for lunch

20.6%
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Table 16
'Very Helpful" and "Somewhat Helpful" Informal Faculty Mentoring Activities Psychosocial

Informal Faculty Mentoring Activities - Psychosocial

% Reporting Experiences as
Very Helpful" & "Somewhat
Helpful"

Demonstrating good listening skills during your
conversations

94.8%

Conveying feelings of respect for you as an individual

92.8%

Encouraging you to prepare for the completion of your
degree

91.9%

Giving you credit for positive accomplishments

91.2%

Discussing your questions or concerns regarding
feelings of competence, commitment, and/or
advancement in the program

87.9%

Sharing personal experiences to help you understand
or solve your problems

84.2%

Conveying empathy for the concerns and feelings you
have discussed with him/her

83.5%

Publicly confirming your skills and abilities

82.9%

Reducing unnecessary risks that could threaten the
possibility of graduating from your program

79.4%

Discussing your questions or concerns regarding
relationship with other students and/or faculty

78.6%

Inviting you to join him/her for lunch

60.5%
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Among experienced informal faculty mentoring activities in the psychosocial
area, only "inviting you to join him/her for lunch" has over 6% "not at all helpful" rating
(Table 17).

Table 17
"Not At All Helpful" Informal Faculty Mentoring Activities - Psychosocial
Informal Faculty Mentoring Activities - Psychosocial

No.
Reporting
Such
Experiences

% Reporting
Such
Experiences

Inviting you to join him/her for lunch

17

10.2%

Publicly confirming your skills and abilities

8

4.8%

Discussing your questions or concerns regarding relationship with
other students and/or faculty

7

4.2%

Discussing your questions or concerns regarding feelings of
competence, commitment, and/or advancement in the program

6

3.6%

Sharing personal experiences to help you understand or solve your
problems

6

3.6%

Reducing unnecessary risks that could threaten the possibility of
graduating from your program

6

3.6%

Conveying empathy for the concerns and feelings you have
discussed with him/her

5

3.0%

Giving you credit for positive accomplishments

4

2.4%

Conveying feelings of respect for you as an individual

3

1.8%

Encouraging you to prepare for the completion of your degree

2

1.2%

Demonstrating good listening skills during your conversations

0

0.0%
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Informal Faculty Mentoring Dynamics Results

Questions investigating the dynamics of informal faculty mentoring activities
come in two groups. One group examines opportunities leading to experienced
mentoring relationship while the other looks at attitudes, interest, problems, abilities or
commitment to their chosen area of study that contribute to the reported informal
faculty mentoring experiences. The results are reported below.

Opportunities For Working or Interacting with Faculty Members: The most
frequently cited reason for the happening of informal faculty mentoring activities is
"continuation, extension, or result of classroom interaction" which accounts for 71.8%
of the survey respondents' experienced informal mentoring activities. The second most
common reason is "frequent casual and informal encounter" as reported by 57% of the
survey takers. Other less but also important reasons are "departmental faculty student
gatherings," "research assistantship," and "teaching assistantship." (Table 18)

Attitudes, Interest, Problems, Abilities, or Commitment to Chosen Area of Study

"Respect for faculty member" and "mutual respect between faculty member and
you" are top on the list of attitudes, interests, abilities, commitment, and problems that
are believed to have contributed to experienced informal faculty mentoring activities.
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Other important factors include "ability to perform," "affective commitment to the
program and the area of study," and "dedication to the professional career." (Table 19)

Table 18
Opportunities For Working or Interacting with Faculty Members
Opportunities For Working or Interacting with Faculty
Members

No.
Reporting
Such
Experiences

%
Reporting
Such
Experiences

Continuation, extension, or result of classroom interaction

107

71.8%

Frequent casual and informal encounter

85

57.0%

Departmental faculty student gatherings

41

27.5%

Research assistantship

38

25.5%

Teaching assistantship

34

22.8%

Practicum or internship with a faculty member

26

17.4%

Other

15

10.1%

Serving together with faculty member on professional
committee

11

7.4%

Satisfaction Results for Experienced Informal Faculty Mentoring Activities

As indicated previously, this is an open-ended question. Responses to this
question are coded into five categories, that is, "good, helpful, or satisfied," "mixed or
somewhat helpful," "not good, poor, or less than helpful," "extremely disappointed,"
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and "not sure, little or none." Out of 111 responses, about 63% rated their mentoring
experiences as "good, helpful, or satisfied." More than 20% designated their level of
satisfaction with the experiences as "not sure, little or none" and another 3.6% rated
their experiences as extremely disappointing (Table 20).

Table 19
Attitudes, Interest, Problems, Abilities, or Commitment
Opportunities For Working or Interacting with Faculty Members

No. Reporting
Such Factors

%
Reporting
Such
Factors

Respect for faculty member

122

83.0%

Mutual respect between faculty member and you

104

70.7%

Your ability to perform

84

57.1%

Your affective commitment to the program and the area of study

84

57.1%

Your dedication to the professional career

82

55.8%

Similar research interest

70

47.6%

Problems you have had while enrolled in the program of study

41

27.9%

You intentionally sought mentorship

40

27.2%

Other

4

2.7%
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Suggestions for Improving Faculty Mentoring of Master's Degree Students

The last question of the survey asks for suggestions regarding the improvement
of informal faculty mentoring experiences. Responses to this open-ended question were
coded into nine categories which are "promote faculty student interactions," "establish
formal mentoring programs," "set up optional mentoring programs," "supply research
resources," "provide electronic mentoring," "encourage group mentoring," "encourage
peer support groups," "offer professional training opportunities," and "no suggestions."
Of 102 responses, suggestions mostly concentrate in the first two categories of
"promote faculty student interactions" and "Establish formal mentoring programs"
which consist of 69.6% of the suggestions (Table 21).

Table 20
Satisfaction Results for Experienced Informal Faculty Mentoring Activities
Overall Satisfaction with Experienced Informal Faculty Mentoring Activities

No. Reporting
Satisfaction

%
Reporting
Satisfaction

Good, helpful, or satisfied

70

63.1%

Somewhat helpful or mixed

12

10.8%

Not good, poor, or less than helpful

3

2.7%

Extremely disappointed

2

1.8%

Not sure, little or none

24

21.6%

Total

111

100.0%
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Table 21
Suggestions for Improving Faculty Mentoring Activities
Suggestions for Improving Faculty Mentoring Activities

No. Suggesting
Such A
Measure

%
Suggesting
Such A
Measure

Establish formal mentoring program

40

39.2%

Promote faculty student interactions

31

30.4%

Supply research resources

9

8.8%

No suggestions - no idea

6

5.9%

No suggestions - satisfied

4

3.9%

No suggestions - not at this point of time

4

3.9%

Encourage Peer support groups

2

2.0%

No suggestions - not applicable

2

2.0%

Set up optional mentoring programs

1

1.0%

Practice electronic mentoring

1

1.0%

Initiate group mentoring

1

1.0%

Offer professional training opportunities

1

1.0%

Specific suggestions under the coded category of "promoting faculty student
interactions" include "one-on-one meetings," "open discussion of problems and concern
in the program," "specific date of interaction," "information sessions," "monthly
informal forum," "meeting professors," "social gatherings," "encouraging advising,
counseling, and sponsoring of students," "explicit expectation of students," "constant
contact with mentor," "time for mentoring," "classroom related meetings," "projects,"
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"practicum," "study lounge area," "brown-bag meetings," "discussion of future
educational and career goals."

Included under formal mentoring programs are such suggestions as "get more
personable faculty," "assign knowledgeable, experienced, consistent faculty member,"
"requirement to make contacts," "initial direction to beginning students," "review
sessions - steps, classes, for example," "keep students on track," and "office hours." The
category of "no suggestion" also encompasses sub-categories like "feeling satisfied,"
"having no idea at this point of time" which could mean that the respondents are either
in the beginning stage of their program or they don't have any suggestions at the time
of completing the survey, and the subcategory of "not applicable."

Summary

This study presented findings in answer to the three research questions
concerning the informal faculty mentoring activities experienced by master's degree
students at a regional public university, the impact of these mentoring activities on
those students, and how the survey takers think these mentoring relationships have
happened.

To reiterate, informal faculty mentoring activities reported to have been
experienced by over 90% of the respondents are "demonstrating good listening skills

92

during your conversations," and "conveying feelings of respect for you as an individual"
in the area of psychosocial development; "being aware of your current classes and class
projects" in the academic dimension; and "providing a clear understanding of his/her
expectations of you" in the area of career or professional development. Informal faculty
mentoring activities experienced by over 85% of the respondents in the three respective
areas are "giving you assignments that present opportunities to learn new skills" in the
academic area, "encouraging you to prepare for the completion of your degree" in the
psychosocial dimension, "sharing the history of his/her career with you," "giving you
assignments or tasks that prepare you for a professional career," "encouraging your
career aspirations," and "informing you about opportunities for internships,
conferences, and/or appointments" in the career or professional dimension, and
"providing you with support and feedback regarding your performance in the program"
in the academic dimension (Table 22).
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Table 22
Most Reported Informal Faculty Mentoring Activities Experienced
Informal Faculty Mentoring Activities - Academic, Career or Professional,
and Psychosocial

% Reporting
Such
Experiences

Area of
Development

Demonstrating good listening skills during your conversations

92 8%

Career or
Professional

Conveying feelings of respect for you as an individual

916%

Career or
Professional

Being aware of your current classes and class projects

90 4%

Academic

Providing a clear understanding of his/her expectations of you

90 4%

Psychosocial

Giving you assignments that present opportunities to learn new skills

89 8%

Academic

Encouraging you to prepare for the completion of your degree

88 6%

Psychosocial

Sharing the history of his/her career with you

88 0%

Career or
Professional

Giving you assignments or tasks that prepare you for a professional career

86 8%

Career or
Professional

Encouraging your career aspirations

85 6%

Career or
Professional

Providing you with support and feedback regarding your performance in
the program

85 0%

Academic

Informing you about opportunities for internships, conferences, and/or
appointments

85 0%

Career or
Professional

Experienced informal faculty mentoring activities that are found to be "very
helpful" by over 60% of the respondents are "demonstrating good listening skills during
your conversations" and "conveying feelings of respect for you as an individual" in the
psychosocial area, "encouraging your career aspirations" in the career or professional
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area, "giving you credit for positive accomplishments" and "encouraging you to prepare
for the completion of your degree" in the psychosocial area, "supporting your attitudes
and work values" and "giving you assignments or tasks that prepare you for a
professional career" in the career or professional area, "giving you assignments that
present opportunities to learn new skills" in the academic area.

In descending order, the top five informal faculty mentoring activities that are
found to be "not at all helpful" are "inviting you to join him/her for lunch," "nominating
you for awards, assistantships, or assignments," "discussing your questions or concerns
regarding work/family conflicts," "informing you about opportunities for internships,
conferences, and/or appointments," and "meeting regularly with you to discuss
academic and/or non-academic issues." (Table 23)

In triangulation, the impact of the experienced mentoring activities is also
measured by the inclusion of a question inquiring into respondents' overall satisfaction
of their experienced mentoring activities. Out of 111 responses, 63% rated their
experience as good, helpful or satisfactory.

In answer to the question of how the relationship has happened, "respect for
faculty member," "continuation, extension, or result of classroom interaction" and
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"mutual respect between faculty member and you" are the most indicated reasons
leading to the experienced mentoring experiences.

Table 23
Top Five "Not At All Helpful" Informal Faculty Mentoring Activities
Informal Faculty Mentoring Activities

%
Reporting
Such
Experiences

Area of
Development

Inviting you to join him/her for lunch

10.2%

Psychosocial

Nominating you for awards, assistantships, or
assignments

9.6%

Career or
Professional

Discussing your questions or concerns regarding
work/family conflicts

7.2%

Career or
Professional

Informing you about opportunities for internships,
conferences, and/or appointments

6.6%

Career or
Professional

Meeting regularly with you to discuss academic and/or
non-academic issues

6.6%

Academic

To shed further light on the dynamics of experienced informal mentoring
relationship, a second open-ended question is used to solicit suggestions regarding the
initiation of such a relationship. Surprisingly, 39.2% suggested some form of formal
measures such as hiring personable faculty, requiring contact hours or office hours for
mentoring, providing program orientation to the newly enrolled, keeping students in the
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program on track. Another 30.4% suggested more voluntary options like encouraging
advising, counseling, and sponsoring of master's degree students, promoting classroom
related meeting and other types of meetings between professors and students, hosting
information sessions or monthly informal forums, providing study lounge area and
brown-bag sessions, and advocating explicit expectations for students, open discussion
of problems and concern in the program, as well as discussions of future educational
and career goals.

To sum up, master's degree students did experience a wide range of informal
faculty mentoring activities in three respects, namely, in the academic, the career or
professional, and the psychosocial dimensions. These informal faculty mentoring
activities have produced varying but mostly positive impact on the students though
there was also enough room for improvement in this regard. The interaction in a
mentoring relationship is mostly initiated due to the respect either paid to the faculty or
mutually, students' commitment to the program or professional goals, and students'
ability to perform.
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CHAPTER 5
DISCUSSION
Introduction
In this chapter, results of the survey will be discussed in relation to the research
questions for this study. Implications of the results and recommendations for practice
will also be presented. The chapter will close with a discussion of the methodological
limitations of the study as well as suggestions for further research that may add to the
body of knowledge and enhance faculty mentoring practices.

This study produced findings in answer to the three research questions, namely,
the extent to which informal faculty mentoring activities at the Master's program levels
have happened, the impact of such activities, and how these activities are perceived to
have happened. In the following paragraphs we will discuss the results in relation to the
above listed research questions in sequence.

Results: Experienced Informal Faculty Mentoring Activities

First, we take a look at the reported or experienced informal faculty mentoring
activities in the following three areas, namely, the academic, psychosocial and career or
professional areas.

In the academic area, it seems that the majority (over 80%) of the 15.6% survey
respondents have received a fair share, i.e. 5 out of a total of eleven of the informal
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faculty mentoring activities while the other six activities were also reported to be
experienced by at least 64% of the respondents. These include in descending order such
activities as "being aware of your current classes and class projects," "giving you
assignments that present opportunities to learn new skills," "providing you with support
and feedback regarding your performance in the program," "meeting regularly with you
to discuss academic and/or non-academic issues," and "providing you with assistance in
designing a program of study" as can be reasonably expected from graduate faculty
members in a given master's degree program.

Alternatively speaking, those comparatively less experienced informal faculty
mentoring activities are generally more proactive or intentional mentoring activities
that is either not explicitly expected of or practiced by most faculty members. These
range from "suggesting specific strategies for accomplishing research or academic
objectives," to "supporting your views on or approach to research," "encouraging you to
try new approaches to research/application in your program," "helping you define your
own personal research area," and "helping you finish assignments/task or meet
deadlines that would be difficulty to complete."

The least reported informal faculty mentoring activity of "giving you feedback
regarding your performance as a researcher" in the academic area, however, might
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suggest that in this particular higher institution research is on the whole not the primary
focus of training at the master's degree level.

In the psychosocial area, there are more frequently reported informal faculty
mentoring activities than in the academic area. Also noticeable is the higher percentage
of respondents who reported the frequently experienced informal faculty mentoring
activities in the psychosocial area. The reason for this may lie in the informal faculty
mentoring activities themselves which are more common occurrences in faculty and
student interactions. Good examples include "demonstrating good listening skills during
your conversations/' "conveying feelings of respect for you as an individual," and
"encouraging you to prepare for the completion of your degree."

Also like the situation in the academic area, less experienced informal faculty
mentoring activities in the psychosocial area tend to be more proactive or even
controversial actions on the part of faculty members. This include "publicly confirming
your skills and abilities," "discussing your questions or concerns regarding relationship
with other students and/or faculty," and "reducing unnecessary risks that could
threaten the possibility of graduating from your program." A better example might be
the least reported informal faculty mentoring activity of "inviting you to join him/her for
lunch." It is not clear how many faculty members would agree on the appropriateness or
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importance of such an informal mentoring activity. It is also questionable that how
many faculty members would enjoy the leisure of such an activity.

The career or professional area has 8 frequently experienced informal faculty
mentoring activities out of a total of 11, the greatest number among three areas. This
may indicate greater emphasis on master students' career or professional development
in the graduate programs of this particular institution. Specific activities in this area as
experienced by over 80% of the respondents include "providing a clear understanding of
his/her expectations of you," "sharing the history of his/her career with you," "giving
you assignments or tasks that prepare you for a professional career," "encouraging your
career aspirations," "informing you about opportunities for internships, conferences,
and/or appointments," "helping you to meet new colleagues," "supporting your
attitudes and work values," and "suggesting specific strategies for achieving research or
academic objectives."

The same pattern of more proactive mentoring activities being less experienced
seems to be repeated in the career or professional area in terms of less and least
experienced informal faculty mentoring activities just as in the previous two areas.
These activities tend to require more intentional efforts to mentor from faculty
members. A subtle difference in the case of the career or professional area, however, is
that these less experienced informal faculty mentoring activities won't be provided by
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faculty members who haven't modeled such behaviors. In other words, such activities
are better provided by more influential or successful faculty mentors. Two examples of
such activities would be "providing opportunities or assignments that allow you to
interact with other professors at or outside your university," and "nominating you for
awards, assistantships, or assignments." Other factors such as student initiative,
commitment, and dedication which are not targets of this study might also be important
in the happening of these less experienced mentoring practices.

This hierarchy of "more proactive mentoring activities being less experienced"
involving graduate faculty members in delivering informal faculty mentoring activities
provides a possibly meaningful and an alternative perspective to the interpretation of
such activities. Therefore important as these reported informal faculty mentoring
activities are in informing us of what kind of interactions are happening between
graduate faculty members and master's degree students, it does not necessarily follow
that these activities are necessary and important in the eyes of the students. A better
way to assess the relevance of these student-reported activities might be, for example,
to see how positive they are rated by the involved students. Hence the following section
will continue to discuss the impact of these reported informal faculty mentoring
activities consistently from the students' perspective.

Results: Perceived Impact

The second research question deals with the impact of experienced informal
faculty mentoring activities. Answers to this question came in two parts. The first part
was presented together with the informal faculty mentoring activities examining the
helpfulness of the experienced activities in the academic, psychosocial and career or
professional areas. This is done in Chapter 4 by grouping the activities in terms of their
perceived degree of helpfulness, that is, whether they are considered "very helpful,"
"somewhat helpful," or "not at all helpful."

In the academic area, there seems to be some discrepancy between the
reported experiences of informal faculty mentoring activities and their reported impact
("very helpful") on the respondents as already noted above. One example is the
informal faculty mentoring activity of "being aware of your current classes and class
projects." Though experienced by over 90% of the respondents, only less than 54%
found it "very helpful." To paraphrase, 39% of the recipients of this informal faculty
mentoring activity didn't consider it an area where assistance is urgently needed or
appreciated. In other words, they have different needs than those who have reported
this activity to be "very helpful" though this activity might be commonly provided by
graduate faculty members or even considered an essential component of faculty
informal mentoring activities. A contrasting example would be the informal faculty
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mentoring activity of "giving you feedback regarding your performance as a researcher."
Close to 65% reported the experience of this activity and 53.7% found the experience
"very helpful," the smallest difference between any activity and its perceived impact.
Possibly this is one area that informal faculty mentoring activity and student needs
highly converge.

The same discrepancy exists in the career/ professional area too. An example of
the discrepancy would be "providing a clear understanding of his/her expectations of
you" which were experienced by 90.4% of the respondents but found to be "very helpful"
by only 55% reporting such an experience. Obviously graduate faculty did in general
express their expectations of the students in their respective programs. But the fact that
34.5% of those who have experienced this activity reporting it as not "very helpful" is at
least very thought provoking. A brief brain storm might present many possibilities. For
example, this could result from the lack of clarity in the expressed expectations. Or
students didn't find these expressed expectations realistic or tailored to their specific
situations.

In the career/ professional area, not only more informal faculty mentoring
activities were reported as experienced but greater impact was reported for these
experienced informal faculty mentoring activities too. This consistency between more
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experienced activities and greater impact may be interpreted as strength in or greater
emphasis on students' career or professional development in this institution.

However, the greatest impact of the experienced informal faculty mentoring
activities is seen in the psychosocial area. There were nine informal faculty mentoring
activities indicated by over 50% of the respondents as "very helpful" - t h e same
measure used for identifying items in the academic and career/professional areas
though only six of these were reported as frequently experienced, that is, experienced
by over 80% of the respondents (Table 14). In addition to that, two were reported by
over 70% of the respondents as "very helpful," the only two informal faculty mentoring
activities that were found by over 70% of the respondents to be "very helpful" in the
three areas. In fact, it is quite surprising for the author to note how the impact of
informal faculty mentoring activities in the psychosocial area exceeded our expectations.
Could this possibly suggest that more attention should be directed towards such
mentoring activities to achieve better results?

The second part of the answer to the impact question is found in answers to
question 7, an open-ended question inquiring into respondents' overall satisfaction of
their experienced informal faculty mentoring activities. The analysis of question 7 (Table
20) revealed an overall positive rating of the experienced informal faculty mentoring
experience by 63.1% of the respondents as "good," "helpful," or "satisfied." This
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number is closer to and greater than the average 53.8% of respondents rating the
experienced activities as "very helpful" but smaller than the average 84.1% rating of it
as "very helpful" and "somewhat helpful" combined (Table 24). As suggested in Chapter
4, this part of the answer to the second research question triangulated the findings from
the activities and impact section of the survey indicating the "very helpful" rating as a
more conservative but more accurate measure of respondents' satisfaction with their
experienced informal faculty mentoring activities. The matter of the truth is that the
indicated positive experience is also reflective of the perceived positive impact in the
academic, career or professional, and psychosocial areas.

Table 24
Average Percentage of Reported Helpfulness of the Experienced Mentoring Activities
Academic

Career/Professional

Psychosocial

Average

Very Helpful

49.7%

53.3%

58.4%

53.8%

Somewhat Helpful and

84.4%

83.6%

84.3%

84.1%

Very Helpful
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For example, the following comments are reflective of the positive impact in the
academic area:

•S "I am very satisfied with the experienced mentoring activities. I have never felt
left along (sic) with my problems and I always knew that if I have any questions
they will be answered or if I have any ideas or wishes concerning my studies or
research activity, they will be appreciated."

•f "I have mentors helping me with PHD applications and I have another that is
providing guidance in completing my Master's degree program. In both cases it is
a positive experience that people are actively concerned about my learning and
future educational goals. Mentors provide insight on how to be self-directed in
seeking out information, create effective writing, and develop social networks
with other scholars."

•S "My overall satisfaction with the experienced mentoring activities are (sick)
extremely helpful. I can not give my advisor enough praise for all that she has
done for me. Other professors in my department have been challenging and
genuine in their teaching. My life is truly enriched because of them."

In the career or professional area, positive impact is evident from the following
quotes:
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•S "It is great having someone to lead you in the right direction and who has
already gone through the same situation you are going through. The fact that
they are so aware of what 'the real world' is like is invaluable in your progress
and success."

S

"I am satisfied with the experienced mentoring activities, and it is helpful to my
professional career."

S

"Mentoring has shaped my career goals in a positive way. Working with my
advisor has made me more ambitious, a better professional, and pushed me to
be the best I can be."

S

"My overall satisfaction with the mentoring activities is extremely high. I truly
believe faculty members care about my well being (sic) and professional
development."

Likewise positive impact in the psychosocial area is documented by what follows:

•S "I am eternally grateful. I would have graduated but it would have taken longer
and would have been painful without the guidance."

S

"I cannot ask for more. She has been there for me since I was getting my 2nd
bachelor's degree and has continued into my graduate degree."
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•S "It is very gratifying to know that you're interacting with a mentor that provides
feedback and encourages you to continue on with what you are doing."

•S "My overall satisfaction with the mentoring activities is extremely high. I truly
believe faculty members care about my well being (sic) and professional
development."

•S "I have a great graduate advisor who inspires me and is incredibly supportive of
whatever I want to do in my career."

All these positive comments reinforced the fact of mentoring as a core part of
one's graduate education (Luna & Cullen, 1998) just as the following comments
expressing disappointment, loss or even helplessness because the benefits or the lack of
them as a result of the informal faculty mentoring is keenly felt both ways.

•S "Don't feel connected. Don't really feel like I experienced a true mentoring
because no one told me where to start and what classes to take next."

•S "Overall I am not impressed with the mentoring activities. I am only in my first
semester but am from out of state and I have not felt welcomed." "No
satisfaction at all."
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•S "I am extremely disappointed. I have received little guidance in the graduate
program. I had assistance in ensuring that I was taking the correct classes for my
first semester but all communication was through email. Other than meeting to
get accepted into the program, the department head, who is the temporary
mentor, has not offered any assistance before I find a permanent mentor. Her
demeanor discourages initiating contact. I have tried with no success."

•S "It is a bit intimidating to ask someone to mentor me, (sic) I have no clue who to
ask."

•S "I have had very little help from my advisor who has been the only instructor I
have had for all of the classes over the past two years. The current semester I
have a different instructor who is much better so my experience may change
now. My advisor was new to UNI and can't answer most of my questions
because she doesn't understand the policies or program herself. I think this is
unique to this particular person and not necessarily reflective of the entire
faculty. I still don't have a plan of study set up even though my advisor says it is
all set. All this is online is the courses required for the program. It does not have
any of the courses for the additional certification I am trying to get."
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•f "Most of my experiences come from my grad courses at UNI, and unfortunately
the advisor for my program also teaches in our program and does not do a good
job of either advising or teaching. When I have needed clarification about my
research topic this same advisor/teacher does not do a great job explaining why
a topic is good or bad - it just is. The greatest drawback is that this
professor/advisor speaks and writes very poor English and is hard to understand
a majority of the time. There is definitely a language barrier."

In fact, the need for faculty mentoring and guidance in the detailed reporting of
the experienced negative experience is so strong that it is hard not to quote them in full
here. The profound impact of mentoring in general and informal faculty mentoring
activities in particular, whether positive or negative has also been documented by many
previous researches (Girves et al., 2005; Hesli et al., 2003; Long, 1997; Redmond, 1990;
Sosik & Godshalk, 2000; Wilson & Elmann, 1990).

Results: Dynamics behind Experienced Mentoring Relationship

Answers to the third research question regarding the dynamics behind the
experienced informal faculty mentoring activities also came in two parts. The first part
of the answer was included in the dynamics section and the second part was covered by
question 8 that solicited suggestions from respondents for improving the mentoring
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experiences. The first part of the answer looked at two groups of factors that are found
by previous research to have led to the happening of mentoring relationships.

The first group examined Opportunities For Working or Interacting with faculty
members (Table 18). The second group researched attitudes, interest, problems,
abilities or commitment to their chose area of study that contributed to the reported
informal faculty mentoring experiences (Table 19). In the first group (Table 18),
"continuation, extension, or result of classroom interaction" was cited by close to 72%
of the respondents as the single biggest reason for their experienced informal faculty
mentoring activities. "Frequent casual and informal encounter" with faculty members
was chosen as the second most important venue triggering the experienced informal
faculty mentoring relationships. Among the second group (Table 19), factors that were
confirmed by over 50% of the respondents to be important to the occurrence of the
mentoring relationships were related to such psychometric dimensions as respect,
ability, and commitment. Among them "respect for the faculty member" and "mutual
respect between a faculty member and you" (protege) were singled out by over 70% of
the respondents as prominent reasons.

The findings from this section seem to indicate that to the extent to which the
listed reasons were involved in the happening of the experienced informal faculty
mentoring activities, informal faculty mentoring is not as unapproachable as it is usually
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believed. For example, the finding of "continuation, extension, or result of classroom
interaction" as the biggest reason for the happening of informal faculty mentoring
activities provides the best reference as to where intended future efforts for
improvement in this area may be directed. Greater investment of time and resource
surrounding classroom teaching and interaction by graduate faculty, master's degree
students and department, for example, may prove not only timely but highly feasible. In
the case of the second group of factors, they may serve as cues for what to look for or
foster in master's degree proteges as well as graduate faculty mentors in terms of their
success in the program.

Just like the impact section, the second part of the answer to the third research
question was also used intentionally to triangulate findings from the first part.
Suggestions in the second part mainly focused on two categories which were "promote
faculty student interactions" and "establish formal mentoring programs (Appendix)."
Suggestions coded under the first category were many ranging, for example from "oneon-one meetings," "monthly informal forum," "meeting professors," "social gatherings,"
to "encouraging advising, counseling, and sponsoring of students," "class related
meeting," "projects," "study lounge area," "brown-bag meetings," "discussion of future
educational and career goals," and "social networking sites." Suggestions coded under
the second category included "get more personable faculty," "assign knowledgeable,
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experienced, consistent faculty member," "requirement to make contacts," "initial
direction to beginning students," "open discussion of problems and concern in the
program," "explicit expectation of students," "information sessions," "review sessions steps, classes, for example," and "keep students on track." Many of these suggestions
were either related with or corresponding to important findings from the first part of
the answer. Examples of close correspondence between the two parts include such
actions or suggestions as "class related meetings," "one-on-one meetings" et al.
Suggestions like "get more personable faculty," "assign knowledgeable, experienced,
consistent faculty member," "requirement to make contacts," "initial direction to
beginning students," "open discussion of problems and concern in the program,"
"explicit expectation of students," "review sessions," and "keep students on track"
under the second category seemed to address directly or indirectly the students'
commitment issue. This is done by the expressed need for assistance in reorienting
oneself into the chosen program or career as well as the need for an official platform for
open communication of goals and strategies in order to succeed in the program.

The suggestion of creating formal mentoring programs as answer to
"significantly increase informal faculty mentoring of master's degree students" in
question 8 was a little unusual. But it does raise concerns pertaining to the institutional
or local environment that supports the happening of informal faculty mentoring
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activities. For example, informal faculty mentoring activities are less likely to happen in a
program where goals, expectations and procedures are not well specified.

Research results in the dynamics section also reaffirmed other research findings
that mentoring is more likely for candidates who are seen as having talent, drive, and
positive attitudes (Green & Bauer, 1995; Kram, 1983). They also corroborated with
research findings that claimed the importance of students' affective commitment to
their chosen program or professional career (Green & Bauer, 1995). Interestingly
suggestions of increasing faculty and student interaction time and using mentoring
potential as a criterion in hiring faculty from the second part of the answer are
consistent with researchers' findings too (Noe, 1988; Johnson, 2002).

Implications of Research Findings and Practical Recommendations

Given the evident positive impact of informal faculty mentoring activities
recorded in Chapter 4 and discussed previously in this same chapter the following
paragraphs will briefly discuss some of the implications of the research findings
regarding informal faculty mentoring activities, the impact of these activities and the
dynamics behind the experienced mentoring activities.

For the experienced informal faculty mentoring activities in the academic,
career/professional and psychosocial areas the results were respectively presented in
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tables 5,10, and 15 in descending order and by their reported frequency. These tables
can be interpreted as report cards describing the extent to which informal faculty
mentoring activities are currently happening. When all lumped together in descending
order we can see that 6 out of 11 informal faculty mentoring activities experienced by
over 85% of the respondents were concentrated in the career or professional area. The
top two most experienced informal faculty mentoring activities also belonged to the
career or professional area. This seems to indicate a distinctive focus or emphasis on
students' career or professional development at the master's degree level. Yet how
much of this could be attributed to program requirement or faculty choice or the
perfect alignment of the two is not known.

The fact of the matter is that some of these informal faculty mentoring activities
like "demonstrating good listening skills during your conversations," "conveying feelings
of respect for you as an individual," "being aware of your current classes and class
projects," "providing a clear understanding of his/her expectations of you,"
"encouraging you to prepare for the completion of your degree," and "encouraging your
career aspirations" could even be regarded as common and essential components to
any successful graduate programs. Four other most experienced activities like "giving
you assignments that present opportunities to learn new skills," "giving you assignments
or tasks that prepare you for a professional career," "providing you with support and
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feedback regarding your performance in the program," and "informing you about
opportunities for internships, conferences, and/or appointments" may be viewed from a
slightly different perspective. For example, they could be incorporated into faculty's job
descriptions for a given master's or professional program. To repeat, the majority of the
above listed informal faculty mentoring activities if they are not already part of a given
master's or professional program might well be somehow officially incorporated into a
particular master's or professional program or even all master's or professional
programs.

But the list of the most experienced informal faculty mentoring activities would
not be as meaningful if examined in isolation from other aspects of the present
mentoring study. The following paragraphs continue to examine some of the
implications of the findings regarding the impact produced by experienced informal
faculty mentoring activities. This task will be approached by suggesting broad guidelines
for the interpretation of experienced informal faculty mentoring activities that were
found to be "very helpful," "somewhat helpful," "very helpful and somewhat helpful
combined," and "not at all helpful" in connection with the reported frequency of being
experienced.

It was mentioned earlier that those activities found to be "very helpful" tend to
be better guides in gauging the impact of a given informal faculty mentoring activity, we
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might use these "very helpful" impact tables (Table 4, Table 9, Table 14) to guide the
examination of the most frequently experienced informal faculty mentoring activities
tables (Table 3, Table 8, Table 13). In the academic area, for example a comparison of
Table 3 and Table 4 revealed four identical informal faculty mentoring activities from
each of the top five lists which are "giving you assignments that present opportunities to
learn new skills," "providing you with support and feedback regarding your performance
in the program," "providing you with assistance in designing a program of study," and
"being aware of your current classes and class projects." This convergence means that
these informal faculty mentoring activities should be continuously encouraged and
rewarded because they were properly serving student needs. But the informal faculty
mentoring activity of "being aware of your current classes and class projects" at the top
of the activity table (Table 3) came only as the fifth activity that was considered "very
helpful" in the impact table (Table 4). This gap seemed to indicate a discrepancy
between student needs and faculty perception of student needs or simply faculty's time
investment. The impact table (Table 4), therefore, can be utilized to guide the
adjustment of informal faculty mentoring activities so as to better serve student needs.

The "somewhat helpful" tables (Table 5, Table 10, Table 15), on the other hand
could be interpreted as addressing secondary issues that are important for the further
improvement of comparatively successful programs. For the same reason, the "not at all
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helpful" tables (Table 7, Table 12, and Table 17) can be used for the re-orientation of
unfruitful informal faculty mentoring activities. Examples include such activities as
"meeting regularly with you to discuss academic and/or non-academic issues/'
"nominating you for awards, assistantships, or assignments," and "inviting you to join
him/her for lunch" that were reported respectively as "not at all helpful" by the greatest
number of respondents in the academic, career, and psychosocial areas. But the reorientation of these activities has to wait until reasons for the unfruitfulness are
properly clarified.

Now that we know we could use student needs to help direct faculty mentoring
activities, further discussion of the implications of the dynamics section is in order. By
exploring how the experienced informal faculty mentoring activities were perceived to
have happened, we also identify important actions believed by survey respondents to
have led to the experiences. Our finding then is that the first group of factors examining
the Opportunities For Working or Interacting with faculty members unveiled classes and
frequent informal meetings with faculty members as significant venues through which
faculty and respondents were connected. The second group of factors looking at
attitudes, interest, problems, abilities or commitment to their chosen area of study, on
the other hand informed us that "respect for faculty member" and "mutual respect
between faculty member and you (student)" "ability to perform," "affective
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commitment to the program and the area of study," and "dedication to the professional
career" were key components that had led to the experienced mentoring relationships.

Indeed it was reported by at least over 50% of the survey respondents that in
class related activities and other opportunities interacting with faculty members,
"respect for faculty member" and "mutual respect between faculty member and you"
"ability to perform," "affective commitment to the program and the area of study," and
"dedication to the professional career" have contributed to the experienced informal
faculty mentoring activities.

What this implies for all major stakeholders in a master's or professional
program in practical terms is that student success in a given program could be achieved
by first finding out about student needs through "very helpful" activities identified by
students and then trying to satisfy these needs via working on "respect for faculty
member," "mutual respect between faculty member and you (student)," "ability to
perform," "affective commitment to the program and the area of study," and
"dedication to the professional career" in class related activities and other opportunities
interacting with faculty members.

However, these very specific implications or suggestions outlined above should
not be considered without necessary precautions. Factors to consider need to include,
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for example student needs that may vary from individual to individual. In fact, finding
the right mechanism to address even well targeted student needs has always been and
will always remain a challenge in improving informal faculty mentoring in a master's or
professional program.

Limitations

The results of this study are limited by several factors. Focusing on the student
perspective of their experienced informal faculty mentoring activities, the impact of the
experienced activities, and reasons for the happened informal relationships gives the
study clarity and depth. But this has also excluded a very important element from the
informal mentoring relationship which may have negative impact on the interpretation
of the research results.

The results are also limited in the sense that though the entire master's degree
student population was targeted, no effort was made to track the respondents by
discipline or program. However, it is hoped that side effects of making no disciplinary
differentiation might be offset by limited but better focus in research purposes.

The third factor affecting the interpretation of the results of the study is the
investigation of informal faculty mentoring activities instead of the conventional oneon-on mentoring relationships. This may cause possible confusion in practice in the
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minds of the research participants who tend to associate mentoring activities with one
or no more than t w o individual graduate faculty members even though a definition of
informal faculty mentoring is presented at the beginning of the survey instrument.

Recommendations for Future Research

Faculty mentoring is a signature aspect of graduate students' learning
experiences (Conrad, Duren, & Haworth, 1998) providing the proteges with guidance
and support in the academic, career or professional and psychosocial areas which are
critical not only to the future career development of the proteges but t o the full
development of human resources in the United States and its national competitiveness.

This study is a research project tapping exclusively into informal faculty
mentoring activities that are not limited to one-on-one mentoring relationships. It is the
researcher's hope that this shift of emphasis from individual faculty members to the
activities as experienced by students may expand our thinking about mentoring
relationships thus triggering more research that ideally will lead to a rich reservoir of
well-targeted and effective mentoring activities. These, for example, could involve the
study of a subset of a given master student population - a MBA program at an offcampus location, an at-risk subgroup of master students who are making under par
achievements in terms of their career or professional development, or a subsection of
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master's degree students across disciplines. All these would contribute to the
clarification of master students' mentoring needs.

In correspondence with the expanded definition of mentoring as encompassing
more than one-on-one mentoring relationships, studies examining such mentoring
opportunities as more cooperative class projects, research or teaching assistantships,
internships, professional associations and conferences, or work and study opportunities
instead of individual faculty members in a given master's or professional program would
also be desirable.

Likely meaningful mentoring studies could include comparative studies of
informal and formal mentoring relationships, or face-to-face mentoring relationships as
versus online mentoring so as to further expand the tools mentoring could apply to
facilitate the professional development of the proteges at the master's degree level.

Future studies could also opt for the scrutiny of how this shift of emphasis from
one-on-one mentoring relationships to individual mentoring activities in informal
mentoring relationships may help ease the tension between the increasing demand for
faculty mentoring and the limited number of mentors in any given programs.

More research would be expected or recommended in investigating the
dynamics behind the informal mentoring relationships because this could potentially
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guide us to actions that could help improve a given program or even change the
institutional culture of an organization.

Finally the same research design could be applied to a much bigger population
involving multiple institutions for benchmarking studies.
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